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ABSTRACT 
This research investigated new public school teachers’ perceptions of their level of 
preparation in the area classroom management and how prepared they were during their first 
year of teaching to handle various classroom and discipline issues.  The study updated 
research done on this topic that used a 1999-2000 public school teacher dataset (Cleveland, 
2008). The investigation was conducted using existing survey data regarding percentages of 
new teachers who felt well prepared in the area of classroom management.  The data were 
disaggregated by teacher gender, teacher level, licensure program, whether or not they held a 
Master’s degree in education, and percentage of minority students in the school.  The 
relationship between length of student teaching experience and new teacher perception of 
classroom management preparation was examined.  New teachers’ perceptions of their 
preparation in classroom management and their correlation to job satisfaction and 
commitment to the teaching profession were investigated.  The final category of 
consideration was new teachers’ self-reported professional development and induction needs 
in the area of classroom management. 
 This study used data from the 2007-2008 Public School Teacher Questionnaire from 
the Schools and Staffing Survey (SASS).  A survey design was used to identify quantitative, 
numeric trends regarding new teachers’ perceptions of classroom management preparation 
and findings from the sample were generalized to the population (Creswell, 2009).  
Descriptive statistics were used to identify new teacher perceptions of level of preparation in 
classroom management through percentages, as well as to describe the level of priority 
assigned by new teachers in the area of classroom management for their professional 
development needs.  Inferential statistics were used to test for a correlation between the level 
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of preparation in classroom management and new teachers’ job satisfaction and commitment 
to the teaching profession.  A multivariate analysis was used to determine if the length of a 
new teacher’s student teaching experience predicted his/her perception of first-year teaching 
classroom management preparation.  The results of this study not only updated existing 
research in this area, but they also informed current practices of teacher education programs 
in the area of classroom management preparation by showing the trend in new teacher 
perception of classroom management preparation.  
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CHAPTER 1.  INTRODUCTION 
 
In the world of education, a teacher’s ability to deal with classroom management 
issues directly affects student achievement.  In this day and age of high-stakes testing, a 
teacher must be able to engage all learners and sustain the types of activities that lead to 
critical thinking and learning.  With the enactment of No Child Left Behind (NCLB) (2002), 
thousands of schools across the nation have restructured their educational goals, objectives, 
and initiatives to meet adequate yearly progress (Scherer, 2006).  With the direct relationship 
between effective classroom management strategies and student achievement, there has been 
continued emphasis on deciding how to best prepare pre-service teachers in the area of 
classroom management (Darling-Hammond & Bransford, 2005).   
Traditional teacher education programs provide classroom management instruction to 
pre-service teachers in a variety of settings that include: stand-alone classroom management 
courses, methods courses, field experiences (most notably the culminating student teaching 
experience), classroom management seminars connected to field experiences, Professional 
Development School Programs (PDSP) between teacher education programs and local school 
districts, and through various other coursework in teacher education programs (Darling-
Hammond & Bransford, 2005).  Meyer and Williams (2005) highlighted the importance of a 
semester-long course in classroom management for pre-service teachers.  In terms of 
alternative licensure teacher education programs, a study revealed that alternative licensure 
teachers were more likely than traditional licensure teachers to leave the field because they 
did not have the developmental experiences in their programs that provided opportunities to 
become comfortable in classrooms before entering the field (Darling-Hammond, 2003).  
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Regardless of licensure pathway, new teacher induction and support are perceived as 
a continuation of teacher preparation, and adequate support reduces new teacher attrition by 
one third (Ingersoll & Smith, 2003).  However, teacher attrition continues to be a great 
problem for many school districts across the United States.  Findings of an extensive study 
on teacher attrition by Ingersoll (2003) revealed that approximately one third of new teachers 
left the field after three years, and almost half left the teaching profession after five years.  
Liu and Meyer (2005) noted that employee attrition is disproportionately higher in education, 
especially among new teachers.  They revealed the greatest reason for teachers’ 
dissatisfaction with the profession was compensation, followed by discipline issues in the 
classroom.  Vast resources are invested by school districts in the recruitment, hiring, and the 
training process for new teachers.  With nearly one third of new teachers leaving the field 
after the first three years, school districts absorb a large cost.  
A report by the National Commission on Teaching and America’s Future (NCTAF, 
2003) confirmed the statistics about teacher attrition and stated that one third of novice 
teachers leave the profession within three years and in fact, more teachers are leaving the 
profession than are entering.  Several studies have identified reasons for leaving, including: 
salaries, management issues, lack of support, working conditions, and personal reasons (Boe, 
Cook, & Sunderland, 2008; Ingersoll, 2003; Inman & Marlow, 2004, Mihans, 2009).  New 
teachers who remained in the profession more than five years generally stayed for the 
majority of their career (Johnson, 2004). 
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Statement of the Problem 
In response to aforementioned concerns, educators and others have advanced research 
on effective classroom management preparation as well as new teacher retention.  Studies 
have revealed that skillful classroom management makes quality intellectual work possible in 
schools.  In order for students to learn at a high level teachers must be able to effectively 
structure the physical classroom, establish and maintain rules and procedures, develop 
positive relationships with their students, and develop and implement quality instructional 
activities.  There is a direct connection between a teacher’s ability to manage complex 
classroom activities and his or her ability to teach challenging and stimulating material 
(Darling-Hammond & Bransford, 2005).  Therefore, studies of teacher preparation programs 
should investigate whether pre-service teachers are being prepared for 21st century 
classrooms.  
Classroom management instruction has been an area of research in education for 
many years.  More recently, there has been a movement towards inquiry into classroom 
management issues and their impact on teacher attrition.  In the past decade, research has 
supported the claim that well-prepared and well-supported new teachers have higher job 
satisfaction and are more likely to stay in the teaching profession (Ingersoll & Kralik, 2004; 
Ingersoll & Smith, 2003; Useem & Nield, 2003).  High attrition rates have forced school 
districts to take a close look to determine why teachers are leaving (NCTAF, 2003). 
There is a paucity of existing research regarding new public school teachers’ 
perceptions of their level of preparation in the area of classroom management during their 
first year of teaching, and how this level of preparation affected retention and commitment to 
the teaching profession.  Cleveland (2008) studied this area using the 1999-2000 SASS 
 4 
Public School Teacher Questionnaire data.  There is a need to update this study using the 
most recent 2007-2008 SASS Public School Teacher Questionnaire to further inform teacher 
education programs as well as school districts about this topic.  With NCLB (2002) 
legislation, there have been heightened expectations of and implications for K-12 public 
school teachers.  Analysis of the 2007-2008 SASS dataset regarding the perception of new 
teachers’ preparation in classroom management informed change based on NCLB. 
Purpose of the Study 
The purpose of this study was to advance information about new teachers’ 
perceptions of classroom management preparation and discipline issues based on new 
national data.  In particular, the areas of inquiry included new teacher: 
 classroom management preparation; 
 job satisfaction and commitment to the teaching profession; and 
 professional development and induction needs in the area of classroom management.  
First, new teachers’ perceptions of classroom management preparation were  
measured by a Likert-type scale using the 2007-2008 SASS Public School Teacher 
Questionnaire (see Appendix A).  These data were disaggregated based on teacher gender, 
teacher level, licensure program, whether or not they held a Master’s degree in education, 
and percentage of minority students in the school.  Second, a multivariate analysis was 
conducted to determine if the length of the student teaching experience predicted new 
teachers’ levels of classroom management preparation.  Third, inquiry was made regarding 
the relationship between new teachers’ perceptions of level of classroom management 
preparation and overall job satisfaction and commitment to the profession.  Finally, new 
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teachers’ self-reported classroom management needs for professional development and 
induction programs were reviewed.   
Research Questions 
 The following research questions guided this study: 
1. What are new teachers’ perceptions of how well prepared they were in their first year 
of teaching in the area of classroom management?  
2. Are there statistically significant differences in new teachers’ perceptions of first-year 
teaching classroom management preparation by gender, teacher level, licensure 
program, whether or not they hold a Master’s degree in education, and percentage 
minority population in the school? 
3. Does the length of the student teaching (practice teaching) experience predict new 
teachers’ perceptions of first-year teaching level of classroom management 
preparation? 
4. How do new teachers’ perceptions of classroom management preparation in their first 
year of teaching relate to their job satisfaction and commitment to the teaching 
profession? 
5. What level of priority do new teachers assign classroom management for their own 
professional development needs? 
Theoretical Framework 
 The theoretical framework in this study was comprised of:  (a) classroom 
management instruction; (b) new teacher professional development; and (c) new teacher 
retention and attrition. 
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Classroom management instruction 
 Darling-Hammond and Bransford’s (2005) best practice model for teacher education 
programs provided a theoretical framework for this study.  In particular, their findings 
regarding effective classroom management instruction served as a model for best practice in 
pre-service teacher preparation.  According to their findings, the following six areas must be 
included in effective classroom management instruction for pre-service teachers: curriculum 
and engaging pedagogy, motivation, culturally responsive pedagogy, learning communities, 
organization of the classroom, and moral development.  Their research indicated that new 
teachers from five-year graduate-level teacher education programs with full-year student 
teaching experiences were more likely to remain in teaching than those from four-year 
undergraduate programs.  
 The first three research questions were selected based on the Darling-Hammond and 
Bransford (2005) model for best practice in pre-service teacher preparation.  The first and 
second research questions measured new teachers’ perceptions of their classroom 
management preparation.  The framework established that all six areas of the model need to 
be included in pre-service teacher education programs in order for new teachers to be well-
prepared.  The third research question measured whether or not the length of the student 
teaching experience predicted new teachers’ perceptions of first-year teaching classroom 
management preparation.  According to their theory, the longer the student teaching 
experience, the more prepared teacher candidates are in this area.  In fact, new teachers from 
teacher education programs with full-year student teaching experiences at the graduate level 
were more likely to remain in the profession than those from four-year undergraduate-level 
programs.  
 7 
New teacher professional development 
 The Alliance for Excellent Education’s (2004) new teacher induction criteria has 
provided a theoretical framework for effective professional development and mentoring 
opportunities.  The five components of this model include: high-quality mentoring, common 
planning time, meaningful/ongoing professional development, external network of teachers 
for support, and standards-based evaluations.  This research indicated that comprehensive 
induction programs not only improved new teacher retention, but also increased student 
achievement because new teachers learned effective instructional strategies from their 
mentors.  Comprehensive induction programs reduced new teacher attrition by nearly one 
half.  
 The Alliance for Excellent Education’s (2004) model was selected for the fifth 
research question.  This model describes important criteria for new teacher induction 
programs.  Professional development needs is one of the key areas of emphasis for new 
teachers.  New teacher professional development must be on-going and meaningful in order 
to improve new teacher instruction and ultimately increase student achievement (Alliance for 
Excellent Education, 2004).  This professional development must include content knowledge, 
diverse learner needs, and how to manage student behavior.  Research question five measures 
the level of professional development priority new teachers assigned to the area of classroom 
management and discipline issues.  Further investigation reveals whether or not new teachers 
perceive those needs were being met. 
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New teacher retention and attrition 
 The third theoretical perspective that informed this study was Liu and Meyer’s (2005) 
research relating to new teacher retention and attrition.  Liu and Meyer indicated that 
commitment to the teaching profession was increased through professional support and 
development, new teacher induction, fewer classroom management and student discipline 
issues, and good facilities.  Their research findings revealed that low compensation is a 
leading cause of teacher dissatisfaction but increasing salaries is not the answer to retaining 
new teachers.  Schools should provide new teacher support to alleviate student discipline 
issues and concerns instead of focusing on financial incentives.  
 The fourth research question is based on the research by Liu and Meyer (2005) and 
measured the relationship between new teachers’ perceptions of first-year teaching classroom 
management preparation and job satisfaction and commitment to the teaching profession.  
The research findings supported the claim that one of the leading causes of job dissatisfaction 
in the teaching profession is student discipline issues in the classroom. 
Significance of the Study 
 This research adds to the existing body of knowledge regarding the effect of new 
teachers’ perceptions of classroom management preparation on retention and attrition.  
Compensation and lack of support have been revealed as resulting in job dissatisfaction 
among new teachers, and classroom discipline issues as a leading cause of attrition (Darling-
Hammond, 2003; Ingersoll, 2004; Inman & Marlow, 2004).  Liu and Meyer (2005) found 
student discipline problems were a major reason for teachers’ job dissatisfaction, second only 
to compensation.  This is an area of importance and concern as school districts are being 
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forced to cut budgets nationwide, especially when one considers the high cost of new teacher 
attrition. 
 Teacher education programs and school districts across the nation can benefit from 
the results of this research to better understand the relationship between classroom 
management preparation of pre-service teachers, new teacher professional development and 
induction, and new teacher retention and attrition.  Better classroom management preparation 
of pre-service teachers allows for successful first-year teaching experiences which could 
decrease attrition. Currently, college education programs teach classroom management to 
their pre-service teacher candidates through a variety of coursework and field experiences.  
There is a lack of consistency regarding how students acquire the knowledge.  Both teacher 
education programs and public school districts could benefit from this study and continuing 
to investigate how best to prepare and mentor new teachers in the area of classroom 
management.   
 This research can also benefit public school districts as they look to improve and 
refine their new teacher professional development and induction programs.  New teacher 
induction and mentoring programs are costly for school districts and this research provides 
information about how to more efficiently use these funds to reduce new teacher attrition.  
By disaggregating the new teacher data by gender, level (elementary or secondary), licensure 
program (traditional vs. alternative), whether or not teachers hold a Master’s degree in 
education, and percentage minority student population in the schools, this study further 
informs teacher education programs, school districts, and educational researchers in terms of 
level of classroom management instruction and support necessary for each subgroup to 
increase overall job satisfaction and retention. 
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 A strength of this study is the use of the SASS dataset from the 2007-2008 Public 
School Teacher Questionnaire.  This is a well-respected dataset because of its nationally 
representative sample with high reliability and validity measures.  By using such a dataset, 
generalization of findings can be made to the entire K-12 new public school teacher 
population.  The initial study of new teachers’ perceptions of classroom management 
preparation carried out by Cleveland (2008) using SASS data from the 1999-2000 Public 
School Teacher Questionnaire informed teacher education programs, school districts, policy 
makers and educational researchers.  Updating this research showed trends to further inform 
these stakeholders.   
Definition of Terms 
The following research terms were defined for use in this study. 
Classroom management: Actions taken to create and maintain a learning environment that 
supports instructional goals (Brophy, 1988).  Components include the physical structure of 
the classroom, rules and procedures, fostering relationships with students, and maintaining 
engaging academic activities (Darling-Hammond & Bransford, 2005). 
Commitment to the teaching profession:  For this research, commitment to the teaching 
profession means to remain in teaching as long as an individual is able over an entire career.  
It was defined in terms of responses to 2007-2008 SASS Public School Teacher 
Questionnaire survey items #57d and #58b.  Item #57d asks: To what extent do you agree or 
disagree with the following statement?  If I could get a higher paying job I’d leave teaching 
as soon as possible.  The response choices were: (1) strongly agree; (2) somewhat agree; (3) 
somewhat disagree; and (4) strongly disagree.  Item #58b asks: How long do you plan to 
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remain in teaching?  The response choices were: (1) as long as I am able; (2) until I am 
eligible for retirement benefits from this job; (3) until I am eligible for retirement benefits 
from a previous job; (4) until I am eligible for social security benefits; (5) until a specific life 
event occurs (e.g., parenthood, marriage); (6) until a more desirable job opportunity comes 
along; (7) definitely plan to leave as soon as I can; and (8) undecided at this time. 
Job satisfaction: Describes how content an individual is with his/her job.  For this research, it 
was defined in terms of response to 2007-2008 SASS Public School Teacher Questionnaire 
survey item #58a.  Item #58a asks: If you could go back to your college days and start over 
again, would you become a teacher or not?  The response choices were: (1) certainly would 
become a teacher; (2) probably would become a teacher; (3) chances about even for and 
against; (4) probably would not become a teacher; and (5) certainly would not become a 
teacher. 
New teachers: Public school teachers with three or fewer years of teaching experience (U.S. 
Department of Education, 2011). 
Percentage minority students enrolled: Percentage of students enrolled in the school whose 
ethnicity classification is the following: American Indian or Alaska Native; Asian or Pacific 
Islander; Black; or Hispanic (U.S. Department of Education, 2011).    
Professional Development School: Schools in the K-12 setting that partner with teacher 
education programs whereby pre-service teachers learn alongside experienced, mentor 
teachers.  Teacher education programs and these K-12 schools develop a shared vision of 
good teaching that informs their partnership (Darling-Hammond & Bransford, 2005). 
Teacher attrition: The number of teachers hired within a given period of time to replace 
those teachers leaving or released from a school district (Heider, 2006). 
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Teacher level: Defined as either elementary or secondary teaching level in the public school 
sample (U.S. Department of Education, 2011). 
Summary 
 This research informed teacher education programs, K-12 public school districts and 
administrators, and education policy makers by providing updated information on pre-service 
teacher classroom management preparation and its relationship to new teacher attrition.  
These findings will assist teacher education programs as they partner with school districts to 
better prepare new teachers to deal with discipline issues in the classroom.  This inquiry 
updated existing data using the 1999-2000 Schools and Staffing Survey dataset that 
investigated and informed the above mentioned constituents about this topic. 
 Chapter 1 provided an overview of this research, and included the statement of the 
problem, purpose of the study, research questions, theoretical framework, significance of the 
study, and definition of terms.  Chapter 2 provides an overview of the literature reviewed for 
this inquiry.  The chapter begins with a review of classroom management preparation and its 
important components in teacher education program instruction.  The connection among 
classroom management preparation, student achievement, and teacher effectiveness is also 
reviewed.  Next, new teacher support in terms of professional development, induction, and 
mentoring opportunities is reviewed, along with new teacher job satisfaction and 
commitment to the teaching profession.  The review concludes with discussion about new 
teacher retention and attrition. 
 Chapter 3 begins with a brief overview of the study including research questions to be 
addressed.  The remaining sections of this chapter will describe the methodology, research 
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design, population and sample, instrumentation, data collection, data quality, study variables, 
data analysis and procedures, and ethical issues related to the study.  Chapter 4 provides an 
overview of the results of the statistical analyses of the study including descriptive data, 
inferential statistics, and multivariate analysis.  Finally, Chapter 5 includes a summary and 
discussion of the findings, a comparison to the 1999-2000 findings, implications of the study, 
and recommendations for future research. 
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CHAPTER 2.  LITERATURE REVIEW  
Introduction 
The purpose of this study was to update existing research regarding new teachers’ 
perceptions of their classroom management preparation and their ability to handle classroom 
management issues during their first year of teaching.  New teachers’ perceptions were 
described and disaggregated using the following attributes: teacher gender, teacher level, 
licensure program, whether or not they held a Master’s degree in education, and percentage 
minority student enrollment in the school.  An examination regarding the length of student 
teaching and its ability to predict level of new teacher classroom management preparation 
was conducted.  An investigation was done on the correlation between new teachers’ 
perceptions of classroom management preparation and their job satisfaction and commitment 
to the profession.  Finally, the level of priority for classroom management professional 
development needs by new teachers was described.  Existing literature was reviewed and 
studied relating to the following three areas: classroom management preparation and its 
relationship to student achievement, new teacher job satisfaction and commitment to the 
profession, and professional development and mentoring support for new teachers.  
Classroom Management Preparation 
 In the world of education, a teacher’s ability to deal with classroom management 
issues directly affects student achievement.  In this day and age of high-stakes testing, a 
teacher must be able to engage all learners and sustain the types of activities that lead to 
critical thinking and learning.  With the No Child Left Behind Act (2002), student 
achievement and test scores have gained heightened public attention and teacher education 
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programs have been under increased scrutiny to produce highly competent teacher 
candidates.  NCLB defined highly qualified teachers to be those teachers who earned at least 
a bachelor’s degree, met full state certification requirements, and demonstrated competence 
in academic subject areas.   
 Meeting the requirements of NCLB legislation shifted attention to teacher education 
programs and their most important components.  One such component was classroom 
management instruction.  According to Darling-Hammond and Bransford (2005), although 
classroom management is one of the most important topics for pre-service teachers, it is one 
of the most ignored topics.  The authors indicated the great importance of this area in teacher 
education programs because of its direct relationship to the following student areas: academic 
achievement, social and emotional development, ability to collaborate with peers, and 
character development.  Liu and Meyer (2005) found that teachers’ perceptions about 
classroom management problems showed teachers may lack the necessary skills and 
knowledge for dealing with discipline problems.  They also noted that teacher candidates are 
prepared to teach those students who are ready to learn by textbook standards, but fall short 
in teaching students who are intellectually and psychologically behind.  Thus, classroom 
management instruction provided through teacher education programs is addressed next.  
Classroom management instruction in teacher education programs 
 Some school districts and teacher education programs disagree about who accepts 
major responsibility for classroom management instruction.  School districts often indicate 
new teachers lack the management strategies they need to be successful in the classroom; 
pointing to a need for improved teacher education program preparation in this area.  Several 
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universities have claimed the only way to gain that knowledge is from classroom experience 
and “on the job” training, which has led to inconsistencies in how university programs teach 
classroom management to pre-service teachers (Lacina-Gifford, Kher, & Besant, 2002; Perry 
& Taylor, 2001).  Classroom management instruction occurs through many venues, including 
a stand-alone classroom management course, methods courses, field experiences and student 
teaching, seminars, and work done through Professional Development School Partnerships 
between universities and local school districts (Darling-Hammond & Bransford, 2005).   
 According to Bear (1998), many traditional teacher education programs lacked 
coursework in classroom management instruction.  These programs emphasize subject matter 
and content knowledge, but lack instruction for managing behavior issues (Liu & Meyer, 
2005).  Student teachers and beginning teachers felt less prepared in dealing with classroom 
management issues than content issues (Kher, Lacina-Gifford, & Yandell, 2000).  In 
addition, many programs lack stand-alone classroom management courses due to already 
high credit hour program requirements.   
 Perry and Taylor (2001) recommended extending four-year teacher education 
programs to five years to add such coursework and/or additional field experience 
opportunities.  Two of the nation’s top teacher education programs, Stanford University and 
Michigan State University, have done this and also require a year-long student teaching 
experience at the graduate level.  Darling-Hammond and Bransford (2005) advocated for 
graduated responsibility for all aspects of teaching, including classroom management.  
Student teachers average 10 to 12 weeks of student teaching which is often not enough.  
Studies indicate that longer student teaching experiences concurrent with coursework lead to 
better teaching (Chin & Russell, 1995; Sumara & Luce-Kapler, 1996).  They also lead to a 
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more sustained commitment to the teaching profession.  New teachers from five-year 
graduate-level teacher education programs with full-year student teaching experiences are 
more likely to remain in teaching than those from four-year undergraduate programs 
(Darling-Hammond & Bransford, 2005).  Attrition rates for new teachers who do not have a 
student teaching experience are nearly double those for new teachers who have a student 
teaching experience (Darling-Hammond, 2010).  The discussion of different types of teacher 
education programs is continued by focusing on traditional versus alternative programs.  
 There is an increasing trend for teacher certification through alternative means.  
Research supports traditional pre-service teacher preparation as a means of producing 
teachers who will increase student achievement in their classrooms (Kaplan & Owings, 
2003).  Darling-Hammond (2000) indicated that teachers who experience alternative 
licensure programs do not have the same experiences and content knowledge as those in 
traditional programs.  The expectation is that alternative licensure candidates receive 
extensive mentoring and instruction in the form of on-the-job training.  Research suggests 
that alternative licensure teachers are more likely than traditional licensure teachers to leave 
the field because they do not have the developmental experiences in their programs that 
provide opportunities to become comfortable in classrooms before entering the field 
(Darling-Hammond, 2003). The main component of classroom management instruction 
would occur in the form of on-the-job training.   
 Nearly all states recognize alternative pathways to teacher licensure (Cochran-Smith, 
2006).  Supporters of these programs point to the deficiencies in traditional programs and 
opponents describe these programs as inferior.  A more recent trend is for alternative 
licensure programs to partner with traditional teacher education programs.  Many states now 
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require candidates from either pathway to meet the same standards and take many of the 
same courses (Cochran-Smith, 2006).  In terms of classroom management instruction and 
regardless of licensure pathway, several components are necessary in order for new teachers 
to feel prepared to deal with discipline and control issues in the classroom.  These areas are 
addressed next. 
 Regarding teacher preparation, Darling-Hammond and Bransford (2005) noted that 
pre-service teachers need practical (field) experience working with students under the 
guidance of an expert teacher.  This practical experience needs to be supplemented by 
pedagogies that link theory of classroom management to practice.  Teacher educators must 
also model effective classroom management strategies in college courses.  The authors also 
noted that extensive student teaching enables pre-service teachers to acquire the ability to put 
theory into practice in terms of classroom management and relationship building with 
students.  
 Pre-service teachers need a variety of diverse field experience placements in which to 
practice classroom management strategies under the guidance of high quality mentor 
teachers.  They need to work with strong mentor teachers in order to observe best practice as 
well as reflect on classroom management issues they face with their students.  They need 
sustained opportunities in front of students to engage in trial-and-error methods of classroom 
management techniques.  Pre-service teachers also need strong modeling with how to partner 
effectively with parents in working through student behavior issues.  The culminating student 
teaching experience is a critical component of this area (Darling-Hammond & Bransford, 
2005). 
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 Darling-Hammond and Bransford (2005) discussed the use of classroom management 
simulation exercises and case materials in teacher education programs that allowed pre-
service teachers multiple opportunities to see how expert teachers handled particular 
classroom situations.  Through use of video, students observe scenarios and then discuss 
classroom management issues under the guidance of their college instructors.  These 
exercises enable students to link theory to practice and become reflective pre-service 
practitioners.   
The classroom management preparation model developed by Darling-Hammond and 
Bransford (2005) includes the following six areas: curriculum and engaging pedagogy, 
motivation, culturally responsive pedagogy, learning communities, organization of the 
classroom, and moral development.  A brief description of each area follows:   
1. Curriculum and Engaging Pedagogy:  Instructional strategies used by teachers and 
activities completed by students must be developmentally appropriate with hands-on, 
concrete learning experiences for all learners.  In an effort to create a meaningful 
curriculum, teachers must build on students’ experiences regarding families, work, 
and communities.  There must be interesting, engaging, meaningful, and relevant 
activities with appropriate pacing.  There should be variation in instructional activities 
with an appropriate level of scaffolding and modeling.  The emphasis should be on 
understanding and learning rather than the grade. 
2. Motivation: The greatest level of motivation occurs when students feel competent and 
in control of their learning.  Motivation is heightened through interesting tasks and 
high teacher expectations for all students.  There should be appropriate support for 
learning.  Teachers must foster intrinsic motivation, instead of relying on extrinsic 
rewards to motivate behavior. 
3. Culturally Responsive Pedagogy:  Teachers need to know and respect their students.  
They must avoid bias (in terms of race and ethnicity) and have high expectations for 
all learners.  The teacher must have an understanding and respect for cultural 
differences as well as different learning styles. 
4. Learning Communities:  In order to increase achievement, students must experience a 
strong sense of community.  Respect and social competence skills must be taught and 
modeled.  Students must also be given active learning opportunities to construct 
knowledge through social interaction.  This can be achieved through collaborative 
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inquiry and cooperative group work with peers.  Teachers must be taught how to 
prepare and implement cooperative group work.  Parental involvement is an 
important component of the learning community. 
5. Organizing the Classroom:  Teachers must foster orderly movement and use 
(physical) classroom space efficiently.  It is important to maintain flow of activities 
and reduce disruptions.  Important emphasis is given to pacing and transitions in the 
learning process.  This area includes not only daily teacher responsibilities, but also 
classroom routines and procedures.  This component also includes how the teacher 
deals with inappropriate behavior i.e. behavior management systems, classroom 
management programs, classroom rules and procedures, and conflict resolution. 
6. Moral Development: Teachers should emphasize developing relationships in order for 
students to become caring and competent citizens.  Students must be taught to care 
for and get along with others and how to make positive moral choices.  Character 
education is one component of moral development.  Teachers need to understand that 
psychological, moral, and emotional development is tied to intellectual development 
and achievement.  Noddings (1997) reinforced the importance of this area by 
advocating the mission for schools of the 21st century “should be to produce 
competent, caring, loving, and lovable people” (p. 28).  
 As evidenced by the description of the Darling-Hammond and Bransford (2005) best 
practice model in classroom management instruction, one may note this is a complex 
curricular area for teacher education programs because of its many layers.  A feeling of lack 
of preparation in this area by new teachers has had a negative effect on student achievement, 
which is evidenced in the next section. 
Classroom management and student achievement 
 According to Darling-Hammond (2010), schools have higher levels of student 
achievement when they personalize the curriculum for their students and develop 
collaborative learning structures in the classroom.  This effort is aided through fostering 
cooperative learning, involving parents in the learning process, and creating small units of 
students within schools.  Darling-Hammond and Bransford (2005) indicated that skillful 
classroom management is what makes quality intellectual work possible in schools.  In order 
 21 
for students to learn at a high level, teachers must be able to effectively structure the physical 
classroom, establish and maintain rules and procedures, develop positive relationships with 
their students, and develop and implement quality instructional activities.  There is a direct 
connection between a teacher’s ability to manage complex classroom activities and their 
ability to teach challenging and stimulating material. 
 When effective classroom management does not exist, there are negative 
consequences in the classroom.  Marzano, Marzano, and Pickering (2003) indicated that 
learning cannot take place in a poorly managed classroom.  Chaos becomes the norm in 
classrooms where students exhibit disorderly and disrespectful behavior, and there are a lack 
of rules, procedures, and expectations to guide student behavior.  Student learning suffers as 
teachers struggle to teach the material.  When classrooms are out of control, teachers often 
“water down” the curriculum and lower their student expectations in hopes of creating a 
more controlled classroom.   
Teacher effectiveness and classroom management 
 The results of a study conducted by Wright, Horn, and Sanders (1997) revealed the 
greatest impact on student learning is made by the classroom teacher.  Findings of the study 
revealed that increasing teacher effectiveness is the most important factor for improving 
education and student achievement.  If a teacher is ineffective, student achievement will be 
inadequate, regardless of student ability.  On average, the most effective teachers could see a 
53 percentage point increase in student achievement in just one year (Marzano et al., 2003).   
 Classroom management is an essential component of teacher effectiveness.  An 
effective teacher does the following three things: (a) makes wise choices about which 
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effective instructional strategies to use; (b) designs curriculum to enhance student learning; 
and (c) uses effective classroom management strategies (Marzano et al., 2003).  The 
literature is clear that there is a direct connection between student achievement, effective 
teachers, and effective classroom management strategies.  Effective instructional strategies 
and curriculum design must be built on a solid classroom management foundation.  Effective 
teachers develop appropriate pacing and sequencing of their curriculum for their particular 
students.  
Classroom management, student achievement, and teacher effectiveness 
 The first high-profile, systematic classroom management study was conducted by 
Jacob Kounin (1970) who concluded that effective aspects of classroom management 
included: teacher awareness of and attention given to inappropriate behavior, teacher ability 
to facilitate lessons, letting students know behavior expectations of the classroom, and giving 
seatwork that is both varied and challenging.  Brophy and Evertson (1976) conducted a study 
that supported Kounin’s findings and added that effective classroom management skills are 
the most important aspect of effective teaching because they directly relate to student 
learning.  A study conducted by Wang, Haertel, and Walberg (1993; cited by Marzano et al., 
2003) provided results indicating that the greatest impact on student achievement is from 
effective classroom management.  In sum, effective classroom management is strongly 
related to increased student achievement.   
Best practices in classroom management instruction in teacher education programs 
 Darling-Hammond and Bransford (2005) suggested that teacher education programs 
have undergone a paradigm shift in classroom management instruction over the last two 
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decades.  The focus shifted from how a teacher should intervene when students misbehave to 
how to prevent disruptions through the use of learning communities by establishing norms, 
procedures, and rules. In the past, when new teachers were asked how they learned about 
classroom management, many said they learned it once they got a job.  Findings of a study 
conducted by Merrett and Wheldall (1993) revealed 18% of teachers said they learned 
classroom management skills from teacher education programs while 82% learned them on 
the job.  The teachers surveyed noted that a classroom management course would have 
helped them deal with misbehavior and their own levels of stress.  In a 1998 study of 3,000 
beginning teachers in New York City (cited by Darling-Hammond, Chung, & Frelow, 2002), 
the vast majority of teachers who reported feeling adequately prepared for classroom 
management issues said it was due to the instruction they received in their teacher education 
programs.   
 Thus, the research indicates the importance of including classroom management 
instruction in teacher education programs.  Darling-Hammond and Bransford (2005) 
highlighted this importance based not only on the direct connection between effective 
classroom management and increased student achievement, but also on the correlation 
between teachers with ineffective in classroom management and resulting damage to the 
psychological well-being of their students.  
 The literature reviewed in the area of teacher education programs’ classroom 
management instruction highlights the critical role of university programs in preparing pre-
service teachers for 21st century classrooms.  It also emphasized the complex nature of this 
instruction and the reason for its importance.  A teachers’ ability to effectively deal with 
classroom management issues directly affects student achievement.  Research supports the 
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direct connection between teacher preparation and student achievement (Ingersoll, 2005).  
New teacher professional development, induction, and support are perceived as a 
continuation of teacher preparation and will be addressed in the next section of the review of 
literature.  
New Teacher Support 
 This section examines new teacher support in the areas of professional development 
and induction opportunities.  New teachers generally do not have the content knowledge, 
instructional and management strategies, or ability to perform at the same level as 
experienced teachers.  Well-developed new teacher induction and mentoring programs serve 
as a necessary bridge between university teacher education programs and first year teaching 
positions (Charnock & Kiley, 1995).  New teacher attrition can be reduced by one third to 
one half if strong induction and mentoring programs are in place (Alliance for Excellent 
Education, 2004; Ingersoll & Smith, 2003). 
Induction programs  
 A critical component of new teacher professional development support is a quality 
induction program.  Establishing a quality induction program enables new teachers to adapt 
to their new roles and increases job satisfaction (Hobson, Ashby, Malderez, & Tomlinson, 
2009; Ingersoll & Kralik, 2004).  Breaux and Wong (2003) defined induction as a way of 
helping, supporting, and retaining new teachers.  An induction program is a stable and 
structured program that begins the first day of school and continues for two (and sometimes 
up to three) years.  A comprehensive induction program not only improves new teacher 
retention but also increases student achievement because new teachers learn instructional 
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strategies from their mentors that improve student learning (Alliance for Excellent Education, 
2005).  Although the program helps new teachers reduce the time it takes to perform at the 
same level as experienced teachers, only 1% of new teachers currently receive 
comprehensive induction training (Alliance for Excellent Education, 2004). 
 Induction programs have many variations.  The five components recommended by the 
Alliance for Excellent Education (2004) include:  (a) high-quality mentoring; (b) common 
planning time; (c) meaningful/ongoing professional development; (d) external network of 
teachers, and (e) standards-based evaluation.  High-quality mentoring means pairing a new 
teacher with a carefully selected teacher in the same subject area.  The mentor teacher needs 
to receive training to learn how to help the new teacher improve instruction.  This mentoring 
involves classroom observations of the new teacher along with feedback, and also includes 
assistance with lesson planning and analysis of student achievement to help improve 
instruction.  The new teacher and mentor teacher also need common planning time for these 
events to take place. 
 New teacher professional development must be ongoing and meaningful in order to 
improve new teacher instruction and, ultimately, increase student achievement (Alliance for 
Excellent Education, 2004).  This professional development must include content knowledge, 
diverse learner needs, and instruction on how to manage student behavior.  An external 
network of teachers beyond the local school can provide new teachers additional support and 
reduce feelings of isolation.  Because some new teachers may not be best suited for teaching, 
standards-based evaluation should be applied to provide a way to determine whether a new 
teacher should continue in the profession. 
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 Other key features that increase new teacher retention include: strong principal 
leadership, allocation of resources for high-quality induction programs, and incentives for 
teachers to participate as new-teacher mentors.  According to Fleming (2004), new teacher 
induction programs need to include: orientation, mentoring, classroom management 
instruction, and meaningful instructional activities.  Another component of effective 
induction programs is providing new teacher observations and meetings with building 
administrators on a regular basis (Ingersoll & Smith, 2004; McCann & Johannessen, 2008).  
Lack of administrative support is detrimental to new teacher job satisfaction (Ingersoll & 
Smith, 2003; Inman & Marlow, 2004; Scheib, 2004).   
 Another component of effective induction programs is decreased student load in 
terms of total number of students, as well as number of special needs students (Ingersoll, 
2004).  Administrators should also provide new teachers with meaningful professional 
development learning opportunities as well as time to interact with experienced colleagues 
(Brady & Shuck, 2005).  These professional development opportunities must be relevant with 
issues that new teachers face.  Schools with strong learning community components help 
reduce feelings of isolation by increasing communication among teachers (Carroll, 2007; 
Danielson, 2002; Nieto, 2009).  The next component of new teacher induction programs that 
is addressed is mentoring. 
Mentoring programs 
 Mentoring is a component of induction.  According to Briggs (2011), strong 
mentoring programs provide the necessary support to new teachers and keep them in the 
field.  Mentoring has repeatedly been shown to increase job satisfaction and retention of new 
 27 
teachers (Darling-Hammond, 2003).  Strong mentor teachers help new teachers acclimate to 
their new schools by helping them navigate the school culture.  They also positively 
influence a new teachers’ experience (Bullough, 2005; Holloway, 2001; McCann & 
Johannessen, 2008).  Schools must invest in mentor training and identify strong mentors who 
are committed to all areas of the new teacher induction process (Danielson, 2002; McCann et 
al., 2005).   
 Mentor teacher selection is important.  Ingersoll and Smith (2004) indicated that 
locating mentors in the same grade level or content area works best.  A common planning 
time for new and mentor teachers is also important.  The mentor and mentee need sustained 
time for interaction and collaboration.  The new teacher is able to learn valuable information 
regarding the social and academic culture of the school which leads to increased job 
satisfaction (Kopkowski, 2008; Strong, 2006).  New teachers with mentors in the same 
subject area are less likely to leave the field after their first year (Ingersoll & Smith, 2004).  
New teacher job satisfaction as a measure of commitment to the teaching profession will be 
addressed next. 
Job Satisfaction and Commitment to the Teaching Profession 
 Lack of job satisfaction and exodus from the teaching profession have negative 
consequences, including:  (a) draining the qualified pool of teacher education program 
candidates; (b) substandard instruction resulting in lower student achievement; (c) school 
districts being forced to hire substitute teachers or non-certified subject area teachers due to 
shortage; and (d) compromised educational opportunities for students.  Commitment to the 
teaching profession is increased through professional support and development, teacher 
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induction, fewer classroom management and discipline issues, and good facilities (Liu & 
Meyer, 2005).  
 Studies have shown repeatedly that low compensation is a leading cause of teacher 
dissatisfaction with the profession (Liu & Meyer, 2005; Shen, 1997; Stinebrickner, 1998).  
However, research has revealed that increasing salaries is not the answer to keeping teachers 
in the profession (Liu & Meyer, 2005).  Efforts to keep teachers in the profession should 
focus on alleviating discipline issues and concerns, not financial incentives. 
 A teacher’s ability to deal with classroom management issues has long been shown to 
affect job satisfaction and retention in the field.  A 1989 poll conducted by Phi Delta Kappa 
revealed that two of the five main reasons teachers leave the field are discipline issues and 
unmotivated students (Tice, 1991).  More recently, Mihans (2009) gave four 
recommendations for helping teachers stay in the field: joining professional organizations, 
obtaining leadership positions in schools, writing grants, and support of induction and 
mentoring programs.  New teachers who stay in the field for at least five years generally 
remain in the teaching profession (Johnson, 2004). 
 Briggs (2011) stated that a teacher’s decision to remain in the field is a combination 
of several internal and external factors.  Briggs noted that professional support is an 
important factor contributing to teacher job satisfaction.  Joftus (2002) stated that support is 
more important in terms of new teacher job satisfaction than pay and job conditions.  As 
stated in the previous section, carefully-developed professional development, induction, and 
mentoring programs have a positive impact on overall job satisfaction.  The relationship 
among new teacher attrition, retention, and job satisfaction is discussed next. 
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Attrition and retention 
 Teacher attrition is of great concern to school districts across the United States due to 
its high cost in terms of money and student achievement, and because more teachers are 
leaving the profession than are entering it.  Nearly one third of new teachers leave the 
profession within their first three years of teaching and half will leave within the first five 
years (National Commission on Teaching and America’s Future, 2003).  In a study of teacher 
attrition conducted in 2001, Ingersoll (2003) found that approximately 14% of teachers left 
their first year, 10% their second year, 9% their third year, 7% their fourth year, and 6% left 
their fifth year.  There is a high cost in terms of finances, teacher quality, and student 
achievement (Alliance for Excellent Education, 2005). 
 New teachers often feel isolated and are left alone to face the issues and struggles of 
being a first year teacher.  According to Feng (2005), new teachers are more likely to leave 
the field if they work in low-achieving schools.  Feng concluded that lower attrition rates 
occur in schools with higher achieving students and fewer discipline problems.  In a survey 
of new teachers, the reason for leaving the profession cited 53% of the time was problematic 
student behavior (Alliance for Excellent Education, 2005).  Studies have revealed that 
working conditions are as important as salaries in predicting whether schools can recruit and 
keep teachers in the field (Darling-Hammond, 2010).  New teachers are often hired in 
districts with rates of high poverty and low student achievement.  Due to these factors, 
teacher education programs need to reassess how they prepare candidates to meet these 
challenges, especially in the area of classroom management.  The cost of new teachers 
leaving the field is high. 
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 In terms of student achievement, new teacher attrition may hinder the school 
improvement process.  Experienced teachers have a high level of content knowledge, along 
with instructional and management strategies that new teachers often lack.  It takes a new 
teacher many years to build a repertoire of effective strategies.  Briggs (2011) indicated that, 
with time and experience, new teachers can become competent in these areas; however, 
during the teachers’ early years, students may be academically slighted.  Learning and 
student achievement suffer when students have new teachers each year as a result of teacher 
attrition (NCTAF, 2003; Ravitch, 2007).  With new teacher attrition, schools are 
continuously rebuilding their teaching staff while the teacher quality gap grows larger 
(Carroll, 2007).  Marzano (2003) indicated that new teacher attrition adversely affects the 
student achievement gap.  Financial cost of new teacher attrition is discussed next. 
 There is a high cost associated with replacing teachers who leave the profession early.  
Expenses for teacher attrition arise from the following areas: recruitment cost, hiring cost, 
training and induction cost, and lack of productivity cost.  According to the Alliance for 
Excellent Education (2005), a conservative estimate for the cost of replacing public school 
teachers who leave the profession is $2.2 billion a year.  Replacing public school teachers 
who transfer to better schools in hopes of better working conditions is $4.9 billion a year.   
 According to the National Commission on Teaching and American’s Future (2003), a 
study conducted in Texas indicated the state’s annual turnover rate of 15.5% of its teacher, 
with a 40% attrition rate of new teachers, cost the state nearly $329 million a year.  When 
factoring cost of substitutes, termination, and the new teacher learning curve, this figure 
could be as high as $2.1 billion a year.  The NCTAF (2003) cited that new teacher attrition 
can cost as much as $18,000 per candidate in some of the nation’s larger school districts.  
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Darling-Hammond (2010) indicted the cost of new teacher attrition to be on average, $15,000 
to $20,000 per teacher.   
 The resources school districts are forced to spend on new teacher attrition take away 
from meaningful school improvement reform (Darling-Hammond, 2003).  Darling-
Hammond (2010) added that another cost of teacher attrition includes low student 
achievement which translates to school costs of remediation programs, grade retention, 
special education programs, and student disciplinary problems often associated with school 
failure.  Darling-Hammond added that societal costs in terms of dropouts, incarceration, and 
low workforce productivity are nearly $300 billion per year.  When new teacher attrition and 
loss of student achievement are combined, costs range from $33,000 to $48,000 per teacher 
leaving the field (Darling-Hammond).  
 With the high monetary costs associated with new teacher attrition as well as lack of 
classroom management preparation cited as a strong reason for leaving, teacher education 
programs must continue program evaluation.  School districts must evaluate their 
professional development and induction programs in order to retain new teachers and work 
towards increased student achievement.  Teacher education programs and school districts 
need a strong and effective classroom management component in their training of pre-service 
and new teachers.  The literature supports the fact that new teachers with a strong classroom 
management foundation, who are professionally supported through strong professional 
development and induction programs, are much more likely to remain in the teaching 
profession.  In addition, retention has been shown to have a direct connection to increased 
student achievement. 
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Summary 
 The literature revealed the importance of a teacher’s ability to effectively deal with 
classroom management issues.  Effective classroom management is directly related to student 
achievement, as well as students’ social and emotional development, their ability to 
collaborate with peers, and their character development.  A lack of effective classroom 
management procedures impedes quality intellectual work.  It has been shown that teacher 
education programs’ classroom management instruction does not come in a one size fits all 
model.  It is a complex area with many layers including: curriculum and engaging pedagogy, 
motivational strategies, culturally responsive pedagogy, learning communities, classroom 
organization, and a moral development component. 
 A new teacher’s ability to effectively deal with classroom management issues was 
shown to affect overall job satisfaction and retention in the field.  Well-developed new 
teacher professional development and induction programs serve as a bridge between 
university teacher education programs and first year teaching positions.  These programs 
must include support in dealing with discipline issues.  New teacher attrition is very costly to 
school districts in terms of revenue, resources, and student achievement.  Due to the 
relationship between attrition and these factors, it is increasingly important to understand and 
update the body of knowledge regarding new teachers’ perceptions of classroom 
management preparation and the relationship to job satisfaction and commitment to the 
profession, and professional development and induction opportunities.   
 Figure 1 provides an illustration of the conceptual framework for the review of 
literature regarding best practice in new teacher preparation.  There are three tiers including  
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      Figure 1.  Conceptual framework for new teacher preparation 
 
teacher education programs’ classroom management instruction for pre-service teachers, new 
teacher support programs, and new teacher job satisfaction and commitment to the 
profession.  The next chapter presents the research questions and hypotheses related to this 
framework.  
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CHAPTER 3.  METHODOLOGY 
Overview 
The purpose of this study was to advance information about new teachers’ 
perceptions of classroom management preparation and student discipline issues based on new 
national data.  More specifically, the areas of inquiry included new teacher: 
 classroom management preparation 
 job satisfaction and commitment to the teaching profession 
 professional development and induction needs in the area of classroom management. 
First, new teachers’ perceptions of classroom management preparation were  
measured by a Likert-type scale using the 2007-2008 Public School Teacher Questionnaire 
from the School and Staffing Survey (SASS) of the National Center for Education Statistics 
(NCES) of the United States Department of Education.  This survey was conducted by the 
United States Census Bureau.  The data were disaggregated based on teacher gender, teacher 
level, licensure program, whether or not the teacher held a Master’s degree in education, and 
percentage of minority students in the school.  Second, an analysis was done to ascertain if 
the length of the student teaching experience predicted new teachers’ level of classroom 
management preparation.  Third, inquiry was conducted into the relationship between new 
teachers’ perceptions of level of classroom management preparation and overall job 
satisfaction and commitment to the profession.  Finally, new teachers’ self-reported 
classroom management needs for professional development and induction programs were 
reviewed. 
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Research Questions and Hypotheses 
 The inquiry was conducted based on the following five research questions and two 
hypotheses. Exploring these questions provided essential information for teacher education 
programs and public school districts.  It has been shown that new teacher preparation in the 
area of classroom management affects commitment to the teaching profession, as well as 
student achievement.  The loss of nearly one third of all new teachers within the first three 
years of teaching comes at a high cost to school districts.  The findings of this study add to 
the body of knowledge regarding the importance of teacher education programs’ classroom 
management instruction and what school districts can do through professional development 
in this area to retain new teachers.  
 Research Questions 1, 4, and 5 are descriptive in nature and do not require a 
hypothesis.  A hypothesis is offered for Research Questions 2 and 3 because they are 
inferential.  A null hypothesis is a non-directional statement that makes a prediction that in 
the population, no statistically significant difference exists between groups (Creswell, 2009).  
Additionally, Research Question 3 is predictive in nature.   
1. What are new teachers’ perceptions of how well prepared they were in their first year 
of teaching in the area of classroom management?  
2. Are there statistically significant differences in new teachers’ perceptions of first-year 
teaching classroom management preparation by gender, teacher level, licensure 
program, whether or not they hold a Master’s degree in education, and percentage 
minority population in the school? 
Null Hypothesis: There is no relationship between new teachers’ perceptions of first-
year teaching classroom management preparation by gender, teacher level, licensure 
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program, whether or not they hold a Master’s degree in education, or percentage 
minority population in the school. 
3. Does the length of the student teaching (practice teaching) experience predict new 
teachers’ perceptions of first-year teaching level of classroom management 
preparation? 
Null Hypothesis:  There is no relationship between the length of new teachers’ 
student teaching experiences and their perception of first-year teaching classroom 
management preparation. 
4. How do new teachers’ perceptions of classroom management preparation in their first 
year of teaching relate to their job satisfaction and commitment to the teaching 
profession? 
5. What level of priority do new teachers assign classroom management for their own 
professional development needs? 
Research Design 
 Data for the research study were elicited from the 2007-2008 Public School Teacher 
Questionnaire (Appendix A) of the School and Staffing Survey (SASS) from the National 
Center for Education Statistics (NCES).  This dataset is a nationally representative sample of 
teachers in the United States, is the nation’s largest sample survey of K-12 public schools, 
and has evolved from its inception in the early 1980s.  The overarching objective of SASS is 
to collect data that provide a comprehensive picture of elementary and secondary schools 
across the United States (U.S. Department of Education, 2011). 
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In the early 1980s, educational policymakers became aware of the need for a national 
survey to provide public and private school data on programs, teachers, and staffing levels.  
At that time, there was increasing concern over teachers and the status of America’s schools.  
The first attempt of a survey from the NCES was in 1983 but there were methodology 
problems with the instrument.  The NCES reviewed its K-12 school data system in 1985 to 
identify gaps and deficiencies in content and design.  It then developed the Excellence in 
Schools Surveys and Analysis Study which was renamed the Schools and Staffing Survey.  
The Schools and Staffing Survey was administered during the following school years: 1987-
1988, 1990-1991, 1993-1994, 1999-2000, 2003-2004, and 2007-2008.  Between 1994 and 
1999, the NCES investigated the purpose, direction, and use of the survey.  After the 
redesign of the survey in 1999, it was decided the Schools and Staffing Survey would be 
conducted on four-year intervals (U.S. Department of Education, 2011).  
The Schools and Staffing Survey was first designed to provide a snapshot of 
America’s schools.  Currently, SASS provides data on the following conditions in schools in 
the United States: teacher and principal characteristics and qualifications, hiring practices, 
professional development opportunities, and class size.  Areas of emphasis include: teacher 
demand and shortage, teacher and administrator characteristics, school programs, conditions 
of schools, principals’ and teachers’ perceptions of school climate and problems in their 
schools, teacher pay, hiring practices, and traits of the student population (U.S. Department 
of Education, 2011).  SASS provides information on teacher quality through data collection 
on teacher demographics including: educational background, subject area of certification, 
years of experience, teacher recruitment and retention, duties and support during first year of 
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teaching, mentoring information, perceptions and attitudes about teaching, and professional 
development opportunities (U.S. Department of Education, 2011).   
The 2007-2008 SASS consisted of five questionnaires: school districts, schools, 
principals, teachers, and school library media centers.  The 2007-2008 Public School Teacher 
Questionnaire had nine sections that included: general information, class organization, 
educational background, certification and training, professional development, working 
conditions, school climate and teacher attributes, general employment and background 
information, and contact information (U.S. Department of Education, 2011). 
 The U.S. Census Bureau collected the 2007-2008 Public School Teacher 
Questionnaire data that were used for this study.  This is a secondary dataset as this 
researcher was not involved in designing or administering the survey.  Because this is the 
largest and most extensive K-12 survey of school districts, teachers, and administrators 
available today, there is a high degree of validity and reliability associated with SASS.  This 
dataset includes information about teachers including: education, training, teaching 
assignment, certification, workload, perceptions, and attitudes regarding teaching (U.S. 
Department of Education, 2011).   
Population and Sample 
 The population for the 2007-2008 Public School Teacher Questionnaire, the most 
recent Schools and Staffing Survey dataset, included regular and part-time public school 
teachers in the K-12 public school setting.  The sampling frame for the 2007-2008 Public 
School Teacher Questionnaire was built from the 2005-2006 Common Core Data (CCD) 
school survey, which is a national file containing all K-12 teachers in the United States (U.S. 
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Department of Education, 2011).  The National Center for Education Statistics collects CCD 
on an annual basis from state education agencies.   
The sampling frame for the Public School Teacher Questionnaire consisted of teacher 
lists provided by SASS sample schools.  Early in the 2007-2008 school year, the Census 
Bureau collected Teacher Listing Forms (TLF) at all public schools in the SASS sample.  
The sample of teachers was selected from all SASS sample schools that provided a TLF.  
The SASS teacher sample is a stratified probability proportional to size sample meaning that 
unlike a simple random sample, all public school teachers did not have an equal probability 
for selection.  Schools were sampled first and then linked to their corresponding district.  
Schools were more likely to be selected for the sample if they had a higher number of 
teachers in order to obtain a representative teacher sample.  However, schools of all sizes 
were sampled.  
The U.S. Census Bureau compiled sample schools’ teacher rosters via mail.  Within 
sample schools, teachers were sampled at a rate of between one and twenty per school.  The 
average teacher sample rate was between three and eight teachers per sample school.  
Approximately 47,600 public school teachers were sampled for the 2007-2008 SASS Public 
School Teacher Questionnaire.  Of those 47,600 public school teachers, data were collected 
for 38,240 cases.  The number of cases of new fulltime public school teachers where data 
were collected was approximately 6,300.  Sampled schools provided each teacher’s years of 
experience, teaching status (fulltime or part-time), subject matter taught, and whether or not 
the teacher thought he/she would be teaching at the same school the next year.  For this 
research, only new fulltime public school teacher data were analyzed.  The NCES defined a 
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new teacher as a teacher in his/her first, second or third year of teaching (U.S. Department of 
Education, 2011).  
Instrumentation 
 The 2007-2008 SASS Public School Teacher Questionnaire (PSTQ) was designed to 
measure teacher education and training levels, teaching certification, workload, professional 
development opportunities, perceptions and attitudes about teaching, and income from 
teaching and non-teaching jobs (U.S. Department of Education, 2011).  The 2007-2008 
Public School Teacher Questionnaire had nine sections that included: general information, 
class organization, educational background, certification and training, professional 
development, working conditions, school climate and teacher attributes, general employment 
and background information, and contact information.  Because of the large sample size, data 
could be disaggregated according to identifiable teacher characteristics. 
The 2007-2008 PSTQ survey is available to the public on the National Center for 
Education Statistics’ website and is the largest sample survey of America’s elementary and 
secondary public school teachers.  The purpose of the 2007-2008 PSTQ was to provide 
detailed analyses of teachers in the areas of professional background, workload, and opinions 
about working conditions in order to inform educators, researchers, and policy makers.   
The U.S. Census Bureau conducted the Schools and Staffing Survey for the National 
Center for Education Statistics of the U.S. Department of Education (U.S. Department of 
Education, 2011).  The SASS public school teacher sample size was 47,600 and the response 
rates were: 84.0% (weighted) and 72.4% (weighted overall response rate which was the 
weighted questionnaire response rate times the weighted response rate for the TLF).  
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Teachers surveyed were informed that their responses were protected from disclosure by 
federal law and that any responses that described identifiable individual characteristics could 
only be used for statistical purposes.  The data were reported in statistical summaries and 
individually-identifiable data were not included in statistical reports. 
Survey data from the 2007-2008 PSTQ were available in two forms: public-use and 
restricted-use.  Public-use data were available to the general public and individual 
confidentiality was protected through removal of individually-identifiable information.  
Restricted-use data were not publicly released and contained individually-identifiable 
information.  The data had a higher level of detail.  For this study, the 2007-2008 PSTQ 
restricted-use dataset was obtained by applying for a restricted-use dataset license from the 
Institute for Education Statistics (IES).  Response rates for this dataset, both at the unit and 
item level, were very high.  Data collection methods applying to SASS are reviewed next. 
Data Collection 
The 2007-2008 SASS Public School Teacher Questionnaire was a mail-based survey, 
with both telephone and field follow-up.  In August, 2007, letters were mailed to sampled 
schools to prepare them for data collection and to verify addresses.  At the beginning of the 
school year, the SASS school package was mailed to each sample school.  The school 
package consisted of the following: cover letters to the principal and survey coordinator, 
teacher roster (Teacher Listing Form), principal questionnaire, district questionnaire, school 
questionnaire, and school library media center questionnaire.  Teacher questionnaires were 
sent to the sample schools on a weekly basis as teachers were sampled from Teacher Listing 
Forms.  Postcards were mailed to survey coordinators in October, 2007 reminding them to 
 42 
have appropriate staff fill out the questionnaires.  Additional postcards were mailed in two 
waves (December, 2007 and January, 2008) to survey coordinators and individual teachers 
reminding them to fill out and return completed surveys.  A final reminder postcard was sent 
to all non-responding teachers in March, 2008.  A questionnaire was mailed to all non-
respondents mid-April, 2008.  Field representatives and/or telephone interviewers also 
contacted survey coordinators and individual teachers throughout the data collection process 
to increase response rates.  Data collection terminated in June, 2008 (U.S. Department of 
Education, 2011).   
 The U.S. Census Bureau was in charge of data processing.  Staff checked returned 
surveys, captured data, and implemented quality control procedures.  Completed 
questionnaires were reviewed for range checks, consistency edits, and blanking edits (which 
deleted answers to items that should not have been filled in).  Analysts ran a final edit to 
determine if sufficient survey data had been collected.  If the survey could be classified as 
complete, it was assigned a final interview status recode.  Four methods were used to impute 
values for unanswered questionnaire items.  These included: using data from other answered 
survey items, extracting data from a related element of the questionnaire, extracting data 
from the sample, and extracting data from a sampled case with similar characteristics. 
 Weighting of sample units was used to produce estimates for the five domains 
(districts, schools, principals, teachers, and school media centers) that were representative of 
national, regional, and state estimates.  The weighting procedures had three objectives: to 
take the school’s selection probability into account, to reduce biases resulting from 
nonresponses, and to improve precision of sample estimates by using available information 
from external sources. 
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Data Quality 
Validity indicates that an instrument produces useful and meaningful results and that 
it measures what it was intended to measure.  Reliability refers to an instrument’s ability to 
produce consistent results (Creswell, 2009).  The National Center for Education Statistics has 
evidence of reliability and validity for all items on the 2007-2008 Public School Teacher 
Questionnaire.  One measure of validity was the high unit response rate.  SASS has been 
revised regularly since its inception and each new item gets tested to obtain item reliability 
measures (U.S. Department of Education, 2011).  New items are reviewed and a decision to 
keep or terminate the item is made after thorough investigation.   
The Documentation for the 2007-08 Schools and Staffing Survey provided 
information regarding general data quality, response rates, and external data checks (U.S. 
Department of Education, 2011).  To ensure quality data, a number of reviews and 
consistency edits occurred.  Specific data checks included edits, frequency counts, and 
checks for reasonableness of data.  Validity checks occurred through review of distributions 
and relationships on previously administered surveys and by comparison to the 2007-2008 
survey results.  Results were reviewed to check for reasonable bounds in the relationships 
observed on the survey. 
There was little evidence of bias at the unit or item level based on response rate 
examination and analysis.  External validity was verified on the dataset through comparisons 
to the sampling frame from which the sample was drawn.  To ensure reliability of the data, 
SASS conducted a re-interview study for the 2007-2008 dataset.  This was done to estimate 
response bias and simple response variance.  The re-interview process measured the 
consistency in response between the original survey and the re-interview data for certain 
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questions (those critical to the survey or suspected of being problematic).  High response 
variance, or inconsistency, indicated a problematic design of the question or a problem with 
the nature of the data being collected.   
Study Variables 
 For the purpose of this research, items were used from the following sections of the 
Public School Teacher Questionnaire: Section I on General Information, Section II on Class 
Organization, Section III on Educational Background, Section IV on Certification and 
Training, Section V on Professional Development, Section VI on Working Conditions, 
Section VII on School Climate and Teacher Attitudes, and Section VIII on General 
Employment and Background Information.  Section I provided information on whether or not 
the teacher was fulltime or part-time and Section II provided information on teaching level 
(elementary or secondary).  Section III provided information about the following: whether 
the teacher entered the field through traditional or alternative certification programs, whether 
or not the teacher held a Master’s degree in education, and the length of the teacher’s student 
(practice) teaching experience.  Section IV provided information on teachers’ perceptions of 
how well prepared they were in the area of classroom management and level of support 
received during the first year of teaching.  Section V provided information on professional 
development needs and opportunities.  Section VI provided information about additional job 
responsibilities beyond teaching.  Section VII provided information regarding teachers’ job 
satisfaction and commitment to the profession, as well as teacher perceptions of student 
poverty.  Section VIII provided general employment information including gender, age, and 
 45 
race.  The percentage minority student population for PSTQ schools was an imputation 
variable that was created during the computer edit stage of data processing. 
 To answer Research Question 1, data were used on new teacher respondents’ 
perceptions of how well prepared they were to handle a range of classroom management or 
discipline situations (PSTQ Item #37, part a).  This survey item used a Likert-scale (1-4 
scale) for the response (see Table 1).  
 
Table 1. Means for variables in research question 1:  In your FIRST year of teaching, how 
well prepared were you to… (PSTQ #37, part a)  
 
Statement 
Not at all 
prepared 
Somewhat 
prepared Well prepared 
Very well 
prepared 
a. Handle a range of classroom management 
or discipline situations? 
 
[mean] 
 
[mean] 
 
[mean] 
 
[mean] 
 
 
Research Question 2 disaggregated the data regarding new teachers’ perceptions of 
how well prepared they were during their first year to handle a range of classroom 
management or discipline issues by gender, teacher level, licensure program, whether or not 
they held a Master’s degree in education, and percentage minority population in the school 
(see Table 2).  Gender response was male or female (PSTQ #67).  Teacher level responses 
were re-coded into elementary or secondary responses (PSTQ #12).  Licensure program 
response was an answer of “yes or no” to the following question (PSTQ #31): Did you enter 
teaching through an alternative certification program?  Master’s degree in education was re-
coded into yes or no responses (PSTQ #25a and c).  The percentage of minority students was 
re-coded into two levels: less than 50% and 50-100%. 
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Table 2. Means for variables in research question 2:  Did new teachers’ perceptions of 
classroom management preparation vary by gender, teacher level, licensure 
program, whether or not they hold a Master’s degree in education, and the 
percentage of minority students enrolled in the school? (PSTQ #67, 12, & 31)  
 
Statement Male Female Elementary Secondary 
Traditional 
Program 
Alternative 
Program 
New teachers’ perceptions 
on classroom management 
preparation  
 
[mean] 
 
[mean] 
 
[mean] 
 
[mean] 
 
[mean] 
 
[mean] 
 
 Master’s degree No Master’s degree Minority Students 
0-49% 
Minority Students 
50% plus 
New teachers’ perceptions 
on classroom management 
preparation 
     [mean]                  [mean]         [mean] [mean] 
 
 The gender, teacher level, and minority student population categories were used in 
Cleveland’s (2008) study which used the 1999-2000 SASS dataset.  These items were 
selected for this research to update existing data.  The categories of certification program and 
Master’s degree in education were selected based on the Darling-Hammond and Bransford 
(2005) theoretical model on teacher preparation.  Research suggested that alternative 
licensure teachers were more likely than traditional licensure teachers to leave the field 
because they did not have the developmental experiences in their programs that provided 
opportunities to become comfortable in classrooms before entering the field.  Darling-
Hammond and Bransford also indicated that teachers who graduate from programs with year-
long student teaching experiences at the graduate level were more likely to remain in the 
field than those who received certification from an undergraduate teacher education program.  
 Research Question 3 addressed whether or not the length of the student teaching 
experience predicted new teachers’ perceptions of first-year teaching level of classroom 
management preparation.  PSTQ item #30 asked, “How long did your practice teaching 
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last?”  Response items are in the form of a Likert-scale (see Table 3; also see Table 1 for 
level of first-year teaching classroom management preparation). 
 Research Question 4 addressed the relationship between new teachers’ perceptions of 
their classroom management preparation and their job satisfaction and commitment to the 
teaching profession.  The three items used to measure new teachers’ job satisfaction and 
overall commitment to the teaching profession all used Likert-responses.  PSTQ item #58a 
asked, “If you could go back to your college days and start over again, would you become a 
teacher or not?”  This question is displayed in Table 4.  PSTQ item #58b asked, “How long 
do you plan to remain in teaching?”  This question is displayed in Table 5.  Survey questions 
 
Table 3. Means for variables in research question 3:  Does the length of the student 
teaching (practice teaching) experience predict new teachers’ perceptions of first-
year teaching level of classroom management preparation? (PSTQ #30)  
 
Statement No practice teaching 4 weeks or less 5-7 weeks 8-11 weeks 12 weeks or more 
How long did your 
practice teaching last? 
[mean] [mean] [mean] [mean] [mean] 
 
Table 4. Means for variables in research question 4:  How do new teachers’ perceptions of 
classroom management preparation in their first year of teaching relate to their job 
satisfaction and commitment to the teaching profession? (PSTQ Item #58a)  
 
 ….become a teacher 
Statement Certainly 
would… 
Probably 
would … 
Chances about even 
for and against… 
Probably 
would not…  
Certainly 
would not…  
If you could go back to your college 
days and start over again, would you 
become a teacher or not? 
[mean] [mean] [mean] [mean] [mean] 
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Table 5. Means for PSTQ item #58b: How long do you plan to remain in teaching?  
 
Statement As long 
as I am 
able 
Until I am eligible for 
retirement benefits 
from this job 
Until I am eligible 
for retirement 
benefits from a 
previous job 
Until I am 
eligible for Social 
Security benefits 
Until a 
specific life 
event occurs 
How long do you 
plan to remain in 
teaching? 
 
[mean] [mean] [mean] [mean] [mean] 
Statement Until a more desirable 
job opportunity comes 
along 
Definitely plan to 
leave as soon as I 
can 
Undecided at 
this time 
How long do you 
plan to remain in 
teaching? 
[mean] [mean] [mean] 
_________________________________________________________________________ 
 
#58 part a and #58 part b were used in Cleveland’s (2008) study using the 1999-2000 SASS 
dataset.  These survey items were selected for this study to update existing data.  PSTQ item 
#57 asked, “To what extent do you agree or disagree with each of the following statements?”  
Part d stated, “If I could get a higher paying job I’d leave teaching as soon as possible” (see 
Table 6).  This survey item was selected from the theoretical framework using Liu and 
Meyer’s (2005) research on teacher attrition and retention.  Their findings indicated that 
dissatisfaction with salaries is a major cause of new teacher attrition, along with student 
discipline issues in the classroom. 
 
Table 6. Means for PSTQ Item #57d: To what extent do you agree or disagree with each of 
the following statements?  
 
Statement Strongly agree Somewhat agree Somewhat disagree Strongly disagree 
If I could get a higher paying job 
I’d leave teaching as soon as 
possible. 
[mean] [mean] [mean] [mean] 
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 Research Question 5 pertained to new teacher professional development needs in 
the area of classroom management.  Three survey items were used with two requiring a 
ranking response and one requiring a yes/no response.  PSTQ item #40 stated, “From the list 
of topics below, select the three that are your top priorities for YOUR OWN professional 
development” (see Table 7).   
Table 7. Means for variables in research question 5 and PSTQ Item #40:  What level of 
priority do new teachers assign classroom management for their own professional 
development needs? From the list of topics below, select the three that are top 
priorities for YOUR OWN professional development  
________________________________________________________________________ 
 
PSTQ Item #40:  
01- Student discipline and classroom management 
02- Teaching students with special needs 
03- Teaching students with limited-English proficiency 
04- Use of technology in instruction 
05- The content of the subject(s) I primarily teach 
06- Content standards in the subject(s) I primarily teach 
07- Methods of teaching 
08- Student assessment 
09- Communicating with parents 
10- Other, please specify below 
 
Other: 
 
Enter the appropriate code (01-10) for each priority. 
 
Code: First priority 
Code: Second priority 
Code: Third priority 
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PSTQ item #44a asked, “In the past 12 months, have you participated in any 
professional development activities that focused on student discipline and management in the 
classroom?”  This question is displayed in Table 8.  PSTQ item #44c asked, “Overall, how 
useful were these activities to you?”  This question is displayed in Table 9.  These three 
survey items were supported from the Alliance for Excellent Education’s (2004) new teacher 
induction criteria from my theoretical framework.  The criteria stated that professional 
development in the area of classroom management was an important component for new 
teacher retention. 
 
Table 8. Means for PSTQ Item #44a: In the past 12 months, have you participated in any 
professional development activities that focused on student discipline and 
management in the classroom?  
 
Statement Yes No 
In the past 12 months, have you participated in…? [mean] [mean] 
 
Table 9. Mean for PSTQ Item #44c: If answered “yes” to PSTQ Item #44a, overall, how 
useful were these activities to you?  
 
Statement Not Useful Somewhat useful Useful Very useful 
Overall, how useful were 
these activities to you? 
[mean] [mean] [mean] [mean] 
 
 Before considering all dependent and independent variables from this study, a 
discussion regarding factor analysis is warranted.  In particular, four independent variables 
relating to teaching job characteristics were constructs.  A factor analysis was conducted on 
related survey items for the following three categories: teacher control, teacher support, and 
teacher satisfaction.  This statistical technique identified underlying hypothetical constructs 
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to help account for relationships among variables (Foster et al., 2006).  Factor loadings and 
Chronbach’s alpha tests were used to test the reliability of the developed factors (see Table 
10).  Teacher control was measured on a 4-point scale: 1=no control; 2=minor control; 
3=moderate control; and 4=a great deal of control.  The last two independent variables, 
teacher support and teacher satisfaction, were measured on a 4-point scale: 1=strongly agree; 
2=somewhat agree; 3=somewhat disagree; and 4=strongly disagree. 
 
Table 10.   Factor loadings  
   
Factor Name  Factor Loadings 
  Classroom Control, α= 0.68 
      Selecting teaching techniques 0.67 
     Evaluating and grading students 0.73 
     Disciplining students 0.66 
     Determining the amount of homework to be assigned 0.73 
  Curriculum Control, α= 0.68 
      Selecting textbooks and other instructional materials 0.86 
     Selecting content, topics, and skills to be taught 0.84 
  Teacher Support, α= 0.74 
      School administration's behavior toward staff is supportive and encouraging. 0.74 
     I receive a great deal of support from parents for the work I do. 0.53 
     Necessary materials and supplies are available as needed by staff. 0.61 
     My principal enforces school rules for student conduct and backs me up when I need it. 0.77 
     Rules for student behavior are consistently enforced by teachers in this school. 0.70 
     I am given the support I need to teach students with special needs. 0.65 
  Teacher Satisfaction, α= 0.85 
      Most of my colleagues share my beliefs and values about what the central mission of the school         
should be.  0.65 
     There is a great deal of cooperative effort among the staff members. 0.77 
     In this school, staff members are recognized for a job well done. 0.76 
     I am generally satisfied with being a teacher at this school. 0.76 
     The teachers at this school like being here; I would describe us as a satisfied group. 0.80 
     I like the way things are run at this school. 0.81 
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As a result of the factor analysis, composites for each factor were calculated.  Each 
new teacher had two scores for teacher control (classroom control and curriculum control), 
one score for teacher support, and one score for teacher satisfaction.  Each generated score 
was used in the logistic regression for Research Question 3.  Table 11 lists all research 
variables used in this study as well as the coding and scale of each variable. 
 
Data Analysis and Procedures 
 Descriptive, inferential, and multivariate statistical analyses were conducted on the 
quantitative data from this study in order to answer the five research questions.  The 
Statistical Package for Social Sciences (SPSS) software was used to calculate the statistical 
analysis for this inquiry.  SPSS is a comprehensive system for analyzing data and provides 
information on descriptive statistics, bivariate statistics, prediction for numerical outcomes, 
and prediction for identifying groups.  Table 12 lists each research question with the 
statistical analysis that was conducted. 
Research Question 1: “What are new teachers’ perceptions of how well prepared they were 
in their first year of teaching in the area of classroom management?”   
 
 Descriptive statistics were used to answer the first research question: In particular, the 
percentages of how new teachers perceived their classroom management preparation were 
indicated and described through frequency analysis.  Relative weights were used for this 
analysis. 
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Table 11. Research variables and coding/scales  
 
Variables  Coding/Scale 
DEPENDENT 
 First-Year Teaching Level of Classroom 4-point scale 
     Management Preparation (Research Question 2) 1 = not at all prepared 
     2 = somewhat prepared 
 
3 = well prepared 
 
4 = very well prepared 
  First-Year Teaching Level of Classroom Dichotomous 
     Management Preparation (Research Question 3) 
0 = not at all prepared/somewhat 
prepared 
 
1 = well prepared/very well prepared 
  
INDEPENDENT   
Block 1:  Teacher Background Characteristics 
      Gender Dichotomous 
 
0 = male 
 
1 = female 
     Race/Ethnicity Dichotomous 
          Hispanic 0 = no 
          White 1 = yes 
          Black or African American       
          Asian      
          Native Hawaiian or Other Pacific Islander 
           American Indian or Alaska Native 
           Multiracial 
      Age Continuous Variable 
  
Block 2:  Teacher Education Program Characteristics 
 
       Length of Student Teaching 5-point scale 
 
1 = none 
 
2 = 4 weeks or less 
 
3 = 5 to 7 weeks 
 
4 = 8 to 11 weeks 
 
5 = 12 weeks or more 
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Table 11. (Continued) 
 
Variables  Coding/Scale 
Block 2 (continued) 
 
     Certification Program Dichotomous 
 
0 = traditional 
 
1 = alternative 
       Master's Degree in Education Dichotomous 
 
0 = no 
 
1 = yes 
       Type of Teaching License Dichotomous 
 
0 = not regular/not standard 
 
1 = regular/standard 
  
Block 3:  School/Job Characteristics   
 
       Teaching Level Dichotomous 
 
0 = secondary 
 
1 = elementary 
       First-Year Teacher Induction Program Dichotomous 
 
0 = yes 
 
1 = no 
       Non-teaching Responsibilities Dichotomous 
          (Coach, Club Sponsor, Committee Member) 0 = no 
 
1 = yes 
       Test Score Pressure    Dichotomous 
          (Job Security Related to Student Performance) 0 = disagree 
 
1 = agree 
       Student Poverty Dichotomous 
 
0 = is a problem 
 
1 = is not a problem 
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Table 11. (Continued) 
 
Variables                                                                              Coding/Scale 
Block 3 (continued) 
  
     Classroom Control 4-point scale 
     (Construct: 4 items) 1 = no control 
 
2 = minor control 
 
3 = moderate control 
 
4 = a great deal of control 
       Curriculum Control 4-point scale 
     (Construct: 2 items) 1 = no control 
 
2 = minor control 
 
3 = moderate control 
 
4 = a great deal of control 
       Teacher Support 4-point scale 
     (Construct: 6 items) 1 = strongly agree 
 
2 = somewhat agree 
 
3 = somewhat disagree 
 
4 = strongly disagree 
       Teacher Satisfaction 4-point scale 
     (Construct: 6 items) 1 = strongly agree 
 
2 = somewhat agree 
 
3 = somewhat disagree 
 
4 = strongly disagree 
       Student Minority Population Dichotomous (Research Question 2) 
 
0 = less than 50% 
 
1 = 50% or more  
  
 
Continuous Variable (Research 
Question 3) 
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Table 12. Research questions, variables, and method of analysis  
 
Research question Independent variables Dependent variables Method of analysis 
    
1. What are new teachers’ 
perceptions of how well 
prepared they were in their 
first year of teaching in the 
area of classroom 
management? 
 
- Level of first-year 
classroom management 
preparation 
  
Descriptive 
(frequency analysis) 
    
2. Are there statistically 
significant differences in new 
teachers’ perceptions of first-
year teaching classroom 
management preparation by 
gender, teacher level, licensure 
program, Master’s degree in 
education, and percentage 
minority population in the 
school? 
 
- gender 
- teacher level 
- licensure program 
- Master’s degree in 
education 
- percentage minority 
population in the school 
 
- First-year teaching level 
of classroom management 
preparation 
 
Inferential 
(t tests) 
    
3. Does the length of the 
student teaching experience 
predict new teachers’ 
perceptions of first-year 
teaching level of classroom 
management preparation? 
-Teacher 
Characteristics 
-Teacher Ed Program 
Characteristics  
- School/Job 
Characteristics 
      -Control 
      -Support 
      -Job Satisfaction 
 
- First-year teaching level 
of classroom management 
preparation 
 
Multivariate 
Analysis 
(logistic regression) 
    
4. How do new teachers’ 
perceptions of classroom 
management preparation in 
their first year of teaching 
relate to job satisfaction and 
commitment to the teaching 
profession? 
   
Descriptive 
(correlation) 
    
5. What level of priority do 
new teachers assign classroom 
management for their own 
professional development 
needs? 
 
- New teacher 
professional 
development priority 
assigned to classroom 
management 
-Classroom 
management 
professional 
development 
opportunities’ level of 
usefulness 
  
Descriptive 
(frequency analysis) 
 57 
Research Question 2: “Are there statistically significant differences in new teachers’ 
perceptions of first-year teaching classroom management preparation by gender, teacher 
level, licensure program, whether or not they hold a Master’s degree in education, and 
percentage minority population in the school?”   
 
 Inferential statistics were used to analyze information from samples in order to make 
inferences and draw conclusions about a population (Mertler & Vannatta, 2005).  
Independent sample t tests were used to compare mean scores of new teachers’ perceptions 
of first-year teaching classroom management preparation based on the following new teacher 
variables: gender, teacher level, licensure program, whether or not they hold a Master’s 
degree in education, and percentage minority population in the school.   
 Because the sample sizes of the groups to be compared were not equal, Levene’s test 
for equality of variances was conducted.  The p values in Levene’s test were compared with 
the critical value of 0.05 for the analyses.  The null hypothesis for Levene’s test is that the 
variances of the 2 groups are approximately equal on the dependent variable.  This means 
that if the p value for Levene’s test was less than or equal to 0.05, the null hypothesis was  
rejected which implied the variances of the groups were unequal. 
 The significance value (2-tailed) was used to determine statistical significance of the 
relationship.  The significance level, also called the critical value, or alpha level, was 0.05.  If 
p≤0.05, the null hypothesis was rejected, meaning the relationship was statistically 
significant.  If p>0.05, we failed to reject the null hypothesis which signified no statistically 
significant relationship in the population.  It is important to note that if the null hypothesis 
was rejected, but was in fact true, a Type I error had been made and there was actually no 
difference in the population.  The probability of this error is the significance level.  If the null 
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hypothesis was not rejected when there was actually a difference in the population, a Type II 
error was made. 
Research Question 3: “Does the length of the student teaching (practice teaching) 
experience predict new teachers’ perceptions of first-year teaching level of classroom 
management preparation?”   
 
 Multivariate analysis was used to address the third research question.  Logistic 
regression was used to analyze predictability of new teachers’ perception of first-year 
teaching level of classroom management preparation based on the length of their student 
teaching experience.  The dependent variable was first-year teaching level of classroom 
management preparation, measured on a Likert-scale (1-4), which included the following 
categories: 1-not at all prepared, 2-somewhat prepared, 3-well prepared, and 4-very well 
prepared.  In logistic regression, the dependent variable is dichotomous (Foster, Barkus, & 
Yavorsky, 2006) and was re-coded as follows: 0-not at all prepared/somewhat prepared and 
1-well prepared/very well prepared. 
 Logistic regression is based on the same fundamental concepts as multiple regression 
analysis but the regression equation is different in that the value being predicted is a 
probability with a range from 0 to 1 (Mertler & Vannatta, 2005).  This regression generates 
probabilities of particular outcomes for each independent variable involved.  This type of 
regression is more flexible than multiple regression because there aren’t any assumptions 
about the independent variables i.e. they don’t have to be normally distributed, have equal 
variances within groups, or be linearly related.  The fact that logistic regression has the 
ability to produce nonlinear models adds to its flexibility.  As with multiple regression, 
logistic regression is sensitive to multicollinearity among independent variables.  A 
multicollinearity check was part of the data analysis. 
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The length of the student teaching experience was the variable of interest in this 
model because it was believed to have great impact on classroom management preparation.  
Based on the review of literature findings, other factors related to new teacher classroom 
management preparation were considered to determine if they added to the predictive value 
of the model.  These 16 factors (independent variables) included: gender, race, age, 
certification type (alternative or traditional), whether or not they held a Master’s degree in 
education, type of teaching license (standard or nonstandard), teaching level (elementary or 
secondary), whether or not they participated in a first-year induction program, whether or not 
they held outside non-teaching responsibilities (coaching, activity sponsorship, or committee 
membership), test score pressure (relative to job security), poverty level of students (new 
teachers perceptions of), classroom control, curriculum control, teacher support, teacher 
satisfaction, and percentage minority population at the school where they teach.  We will 
now consider the theoretical framework behind these factors. 
The following factors were selected based on the Darling-Hammond and Bransford 
(2005) theoretical model of teacher preparation: certification type, whether or not the teacher 
held a Master’s degree in education, type of teaching license, and teaching level.  In addition, 
whether or not a teacher participated in a first-year induction program was selected because 
of the Alliance for Excellent Education’s (2004) framework for induction criteria.  The 
following factors were selected based on Liu and Meyer’s (2005) theories on new teacher 
attrition and retention: outside non-teaching responsibilities, test score pressure, classroom 
control, curriculum control, teacher support, teacher satisfaction, and teacher perception of 
poverty issues of students.  The remaining factors provided demographic information: 
gender, race, age, and percentage minority population at the school.  
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This analysis provided differences in probabilities of first-year teaching classroom 
management preparation among new teachers based on length of the student teaching 
experience.  The following logistic regression model was used: 
 Log odds = b0 + b0X1 + b2X2 +…+ bkXk 
An illustration of the predictive logistic regression model is show in Figure 2. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2. Hypothetical predictive model for first-year teaching classroom  
 management preparation   
 
Research Question 4:  “How do new teachers’ perceptions of classroom management 
preparation in their first year of teaching relate to their job satisfaction and commitment to 
the teaching profession?”   
 
 Descriptive statistics were used to answer the fourth research question.  In particular, 
the Pearson Correlation Coefficient was used to test the relationship between new teachers’ 
level of first-year teaching classroom management preparation and their overall job 
satisfaction and commitment to the field.  The Pearson Correlation Coefficient (r) measures 
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the relationship between two quantitative variables without designating either variable as 
dependent or independent (Mertler & Vannatta, 2005).  Data were tested to ascertain if a 
direct correlation existed between level of classroom management preparation and job 
satisfaction and commitment to the profession.  If the correlation is direct, high scores on one 
variable will have high scores on the other variable.  The range of the correlation is -1.0 to 
1.0, with a correlation of 0.0 indicating no relationship between the variables. 
Research Question 5:  “What level of priority do new teachers assign classroom 
management for their own professional development needs?”   
 
 Descriptive statistics were used to answer the fifth research question.  In particular, a 
frequency analysis displayed percentages of priority (first, second, or third).  As a follow-up 
to this question, descriptive statistics were reported regarding whether or not classroom 
management was a component of new teacher professional development activities (frequency 
analysis).  In the affirmative case, a frequency analysis was done to report level of usefulness 
on a Likert-scale. 
Ethical Considerations 
 Before working with the SASS 2007-2008 Public School Teacher Questionnaire 
dataset, the Iowa State Institutional Review Board (IRB) was contacted.  It was determined 
that because this was a secondary dataset with de-identified data collected for purposes other 
than this study, it did not constitute research that involved human subjects, as federally 
defined.  Approval was not required because this researcher did not interact with or intervene 
with the subjects, and the data were not both private and identifiable (see Appendix B). 
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Delimitations 
 Decisions were made to delimit the study.  First, it was decided that this study would 
focus on new teachers (in their first, second, or third year of teaching).  Although this study 
may have implications for teachers in their fourth or fifth year of teaching, as nearly half of 
all new teachers leave within their first five years of teaching, it was decided that first, 
second, or third year teachers would have better recollection of their teacher education 
programs’ classroom management preparation and how prepared they felt in this area during 
their first year of teaching.  Additionally, this study was delimited to fulltime new teachers. 
Limitations 
 The 2007-2008 SASS Public School Teacher Questionnaire dataset used in this study 
was a secondary data set.  As a result, some of the limitations result from the nature of this 
type of dataset.  This study did not seek to account for all variables that may impact new 
teacher retention, attrition, job satisfaction, and commitment to the profession.  One 
component related to these factors, classroom management preparation, was considered. 
 The Schools and Staffing Survey data were limited to self-reported data.  Teachers 
surveyed did not have to answer all questions or provide all requested information.  For 
purposes of this study, only new teacher data were analyzed.  Recall, a new teacher was 
defined to be a first, second, or third year teacher.  One of the main survey items used in this 
study was PSTQ #37a, “In your FIRST year of teaching, how well prepared were you to 
handle a range of classroom management or discipline situations?”  In the case of second and 
third year teachers, recollection of how well prepared they were in this area during their first 
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year of teaching may be limited or skewed based on memory and/or initial teaching 
experiences during their first or second years of teaching. 
An additional limitation of this study regarded PSTQ Item #30 which asked, “How 
long did your practice teaching last?”  Survey choices were: (1) no practice teaching; (2) 4 
weeks or less; (3) 5-7 weeks; (4) 8-11 weeks; and (5) 12 weeks or more.  Responses to this 
item were used for research question 3 regarding whether or not the length of the student 
teaching experience predicted new teachers’ perceptions of first-year teaching classroom 
management preparation.  According to the literature, there is great disparity between a 12 
week student teaching experience and a full-year, graduate-level student teaching experience.  
However, a new teacher with a 12 week student teaching experience and a new teacher with 
a year-long graduate-level student teaching experience would mark the same response.  A 
continuous variable to measure the length of the student teaching experience by number of 
weeks would allow for greater detail in the analysis. 
For Research Question 3, an investigation was done to see if the length of student 
teaching predicted first-year teaching level of classroom management preparation.  Based on 
the literature review, other factors from the survey influencing classroom management 
preparation were added to the model.  However, career and life experiences were not 
measured by the survey and thus not a part of the model.  Teacher dispositions such as 
personality type and level of motivation were also not measured by the survey instrument.  
For example, a new teacher with previous life experience in a leadership position managing 
people or working with students in a non-classroom setting could allow for greater ability to 
effectively deal with first-year classroom discipline issues. 
 64 
A limitation of this study is that it was not longitudinal in nature.  The survey 
instrument is given every four years with a new randomly selected public school teacher 
population.  Therefore, the data are not longitudinal in nature.  A final limitation with a 
quantitative study of this nature is that information sources other than the 2007-2008 Public 
School Teacher Questionnaire were not considered.  In order to view the big picture 
surrounding this issue, a qualitative investigation would be warranted.  A qualitative follow-
up study with teacher education faculty members, new K-12 public school teachers, and 
building principals would allow for more elaboration and insight into the issues at hand. 
Summary 
The purpose of this study was to update existing research about perceptions of 
classroom management preparation and discipline issues affecting new public school 
teachers.  In particular, the areas of inquiry included: new teacher classroom management 
preparation, new teacher job satisfaction and commitment to the teaching profession, and 
new teacher professional development and induction needs in the area of classroom 
management.  This study was conducted to inform teacher education programs’ classroom 
management instruction, as well as public school districts' new teacher professional 
development needs in the area of classroom management. 
Chapter 3 highlighted the methodology used for this study.  In particular, the chapter 
outlined the research questions, hypotheses, research design, population and sample, 
instrumentation, data collection, data quality, variables in the study, and data analysis.  The 
chapter concluded with discussion regarding ethical considerations, as well as limitations and 
delimitations of the study.  Chapter 4 will consider the results and findings of this research. 
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CHAPTER 4.  RESULTS 
 This study was conducted to ascertain the perceptions of new public school teachers 
regarding their level of preparation in the area classroom management and how prepared they 
were during their first year of teaching to handle various classroom management and 
discipline issues.  The perceptions of new teacher preparation in the area of classroom 
management were then compared based on new teacher gender, teacher level (elementary or 
secondary), licensure program (traditional or alternative), whether or not they held a Master’s 
degree in education, and percentage of minority students enrolled in the school.  Next, the 
relationship between the length of the student teacher experience and new teacher perception 
of classroom management preparation was examined.  New teachers’ perceptions of their 
preparation in classroom management and the correlation to job satisfaction and commitment 
to the teaching profession were investigated.  The final category of consideration was new 
teachers’ self-reported professional development and induction needs in the area of 
classroom management.  In this study I used the following three methods of statistical 
analysis: descriptive statistics, inferential statistics, and multivariate analysis (logistic 
regression).  
The results are organized according to the theoretical framework based on Darling-
Hammond and Bransford’s (2005) best practice model for teacher education programs which 
addresses:  (a) classroom management instruction; (b) new teacher professional development; 
and (c) new teacher attention and attrition. In particular, Darling-Hammond and Bransford’s 
findings regarding effective classroom management instruction served as a model for best 
practice in pre-service teacher preparation used in this study.  According to their findings, the 
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following six areas must be included in effective classroom management instruction for pre-
service teachers: curriculum and engaging pedagogy, motivation, culturally responsive 
pedagogy, learning communities, organization of the classroom, and moral development.   
Classroom Management Preparation in Teacher Education Programs 
Research Question 1:  What were new teachers’ perceptions of how well prepared they were 
in their first year of teaching in the area of classroom management? 
 
The first research question focused on new teachers’ perceptions of how well 
prepared they were for their first year of teaching in the area of classroom management. The 
response choices were as follows: (1) not at all prepared; (2) somewhat prepared; (3) well 
prepared; and (4) very well prepared.  A frequency analysis yielded the following results: (1) 
4.3% not at all prepared; (2) 36.2% somewhat prepared; (3) 40.0% well prepared; and (4) 
19.5% very well prepared (see Table 13). 
 
Table 13. Percentages for new teachers’ perceptions on their preparation to handle a range 
of classroom management or discipline situations during their first year  
 
Statement 
Not at all 
prepared 
Somewhat 
prepared Well prepared 
Very well 
prepared 
Handle a range of classroom management or 
discipline situations? 
 
4.3% 
 
36.2% 
 
40.0% 
 
19.5% 
 
Category 
Research Question 2: Were there statistically significant differences in new teachers’ 
perceptions of first-year teaching classroom management preparation by gender, teacher 
level, licensure program, whether or not they hold a Master’s degree in education, and 
percentage minority population in the school?  
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 Research Question 2 investigated new teachers’ perceptions of classroom 
management preparation for their first year of teaching to see if they varied by teacher 
gender, teacher level, licensure program, whether or not they held a Master’s degree in 
education, and percentage minority population in the school.  Independent sample t tests 
were used to compare mean scores of new teachers’ perceptions of first-year teaching 
classroom management preparation based on the following variables: gender, teacher level, 
licensure program, whether or not they held a Master’s degree in education, and percentage 
minority population in the school.  Because the sample sizes of the groups to be compared 
were not equal, Levene’s test for equality of variances was conducted for each variable.   
Teacher gender 
 The results of the t test with significance level 0.05 showed the mean for new male 
teachers’ perceptions of how well prepared they were during their first year of teaching in the 
area of classroom management was 2.76 and the mean for new female teachers’ perceptions 
was 2.74.  The difference in the means was quite small and not statistically significant at the 
0.05 level (see Table 14). 
Teacher level 
The results of the t test with significance level 0.05 showed the mean for new 
elementary teachers’ perceptions of how well prepared they were during their first year of 
teaching in the area of classroom management was 2.84 and the mean for new secondary 
teachers’ perceptions was 2.71.  The results indicated a statistically significant difference in 
the means between new elementary and new secondary teachers.  Based on Levene’s test, 
equal variances were not assumed (see Table 14). 
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Table 14. Classroom management preparation by variable/category  
Variable Mean Std Dev T p df 
      Gender 
          Male 2.76 0.810   0.865 0.387 6020 
     Female 2.74 0.817   0.865 0.387 6020 
Teacher Level 
          Elementary 2.84 0.799   5.414   0.000* 3340 
     Secondary 2.71 0.818   5.414   0.000* 3340 
Licensure Program 
          Traditional 2.82 0.791 10.567   0.000* 2660 
     Alternative 2.56 0.847 10.567   0.000* 2660 
Master's Degree in Education 
          Yes 2.78 0.826   1.369 0.171 5890 
     No 2.74 0.811   1.369 0.171 5890 
Minority Student Population 
          Less than 50% 2.80 0.797   5.802   0.000* 4760 
     50% - 100% 2.67 0.836   5.802   0.000* 4760 
       *p < 0.001           
       
Licensure program 
The results of the t test with significance level 0.05 showed the mean for new 
traditionally certified teachers’ perceptions of how well prepared they were during their first 
year of teaching in the area of classroom management was 2.82 and the mean for new 
alternatively certified teachers’ perceptions was 2.56.  The results indicated a statistically 
significant difference in the means between new traditionally certified teachers and new 
alternatively certified teachers.  Based on Levene’s test, equal variances were not assumed 
(see Table 14). 
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Master’s degree in education 
New teachers were coded into two groups regarding a Master’s degree in education.  
Group 1 was new teachers holding a Master’s degree in education and Group 2 was new 
teachers who did not hold a Master’s degree in education.  The results of the t test with 
significance level 0.05 showed the mean of new teachers’ perceptions of how well prepared 
they were during their first year of teaching in the area of classroom management for Group 
1 (Master’s degree in education) was 2.78 and the mean for Group 2 (no Master’s degree in 
education) was 2.74.  The difference in means was not statistically significant (see Table 14). 
Percentage minority population in the school 
 This category investigated whether or not new teachers’ perceptions of classroom 
management preparation in their first year of teaching varied by the percentage of minority 
students enrolled in school.  Minority student population was coded into two groups.  Group 
1 included schools with a minority population less than 50% of the total student population.  
Group 2 included schools with a minority population of 50% or greater the total student 
population.  The results of the t test with significance level 0.05 revealed the mean of new 
teachers’ perceptions of how well prepared they were during their first year of teaching in the 
area of classroom management for Group 1 (less than 50% minority student population) was 
2.80.  The mean for Group 2 (50% or greater minority student population) was 2.67.  Results 
indicated a statistically significant difference in the means between the two groups.  Based on 
Levene’s test, equal variances were not assumed (see Table 14). 
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Impact of Length of Student Teaching Experience on Classroom  
Management Preparation 
 
Research Question 3:  Did the length of the student teaching (practice teaching) experience 
predict new teachers’ perceptions of first-year teaching level of classroom management 
preparation? 
 
A logistic regression analysis was conducted with the dichotomous dependent 
variable being first-year teaching level of classroom management preparation (1=well 
prepared; 0=not well prepared).  There were 16 predictor variables (see Table 11) with the 
main variable of interest being length of student teaching experience.  The independent 
variables were characterized in blocks according to how they were placed within the new 
teacher classroom management preparation model, presented in Chapter 3: teacher 
background characteristics (Block 1); teacher education program characteristics (Block 2); 
and new teacher school/job characteristics (Block 3).  The main variable of interest, length of 
student teaching experience, was in Block 2.  The logistic regression analysis was conducted 
for the entire sample (N=6,300). 
 Before computing the logistic regression model, a test for multicollinearity was 
conducted.  To complete this analysis, a Pearson correlation test was run for all independent 
variables and results showed that the correlations among all variables except teacher support 
and teacher satisfaction were less than 0.70 (see Appendix C).  The Pearson correlation 
between teacher support and teacher satisfaction was 0.76.  Results from the logistic 
regression revealed there were not inflated standard errors for these two variables so they 
were kept in the model. Therefore, all 16 predictor variables were used in the model.  
 The predictor variables (see Table 15) and one dichotomous dependent variable, first-
year teaching classroom management preparation (1,0), were used in the logistic regression  
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Table 15. Summary of regression analysis by block for predicting  
 first-year teacher classroom management preparation  
 
Variable Blocks Block 1 Block 2 Block 3 
Block 1: Teacher Background Characteristics 
        Gender: 1 = Female 0.684 0.087 0.874 
     White 0.51 0.005* <0.001* 
     Black 0.119 0.769 0.806 
     Asian 0.027* 0.007* 0.006* 
     Pacific Islander 0.882 0.95 0.888 
     American Indian 0.043* 0.025* 0.010* 
     Age 0.358 0.093 0.047* 
     Constant 0.243 
  
    Block 2: Teacher Education Program Characteristics 
  Length of Student Teaching 
        None 
 
<0.001* <0.001* 
     4 Weeks or Less 
 
<0.001* 0.003* 
     5 to 7 Weeks 
 
0.013* 0.091 
     8 to 11 Weeks 
 
0.003* 0.002* 
Program Information 
        Certification Type: 1 = Alternative 
 
<0.001* <0.001* 
     Master's Degree in Education: 1 = Yes 
 
0.29 0.74 
Teaching License 
        Probationary 
 
0.925 0.613 
     Additional Coursework Needed 
 
0.194 0.302 
     Must Complete Program 
 
0.024* 0.085 
     No Certification 
 
0.196 0.388 
Constant 
 
0.027 
 
    Block 3: School/Job Characteristics 
        Teacher Level: 1 = Elementary 
  
0.01* 
     First-Year Induction Program: 1 = Yes 
  
0.047* 
     Coach: 1 = Yes 
  
<0.001* 
     Activity Sponsor: 1 = Yes 
  
0.057 
     Committee Member: 1 = Yes 
  
0.031* 
     Test Score Pressure: 1 = Tied to Job Security 
  
0.01* 
     Student Poverty: 1 = Perceived as a Problem 
  
0.031* 
     Classroom Control: 1 = Yes 
  
0.217 
     Curriculum Control: 1 = Yes 
  
0.015* 
     Teacher Feels Supported: 1 = Yes 
  
<0.001* 
     Job Satisfaction: 1 = Yes 
  
0.021* 
     Student Minority Population 
  
0.009* 
     Constant 
  
0.359 
    Nagelkerke R Square 0.002 0.048 0.099 
*p<0.05 
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model.  The impact of the independent variables on the dependent variable was examined to 
determine which variables of interest made a significant contribution to level of first-year 
teaching classroom management preparation.  The independent variable of particular interest 
for Research Question 3 was length of the student teaching experience.  For the logistical 
regression analysis, 5,880 cases out of 6,300 were included.  There were 420 cases missing 
values in one or more independent variables and they were excluded from the model. 
 Table 15 provides significance levels for each independent variable as well as the 
significance level of each variable as it was added to the model.  In Block 1, the only 
statistically significant variables were the race categories of Asian and American Indian.  In 
Block 2, the race category, White, also became significant.  It is interesting to note that the 
gender variable from Block 1 was not significant meaning there was not a statistically 
significant difference in first-year teaching classroom management preparation between 
males and females.  Similar results were obtained in the t-test analysis of gender for research 
question 2. 
 After adding variables to Block 2 of the model, the length of the student teaching 
experience variables (none, 4 weeks or less, 5 to 7 weeks, and 8 to 11 weeks) were all 
significant at the 0.05 level.  Length of student teaching experience was our main variable of 
interest in the model.  In addition, also significant in Block 2 were type of teacher education 
certification program (traditional or alternative) and one variable measuring type of teaching 
license (needs to complete a teacher education program).  Approximately 94% of the 
alternatively certified new teachers had no student teaching experience.  
 After adding variables to Block 3, one of the student teaching experience variables (5 
to 7 weeks) was no longer significant at the 0.05 level.  It was, however, significant at the 
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0.10 level.  Other significant Block 3 variables included: teacher level (elementary or 
secondary), new teacher induction program, coach, committee member, job security (tied to 
test score pressure), poverty, teacher control, teacher support, teacher satisfaction, and 
minority student enrollment.  According to the Wald criterion (Table 16), the following 
independent variables reliably predicted new teacher classroom management preparation: 
length of student teaching experience, coach, teacher support, the race category of White, and 
certification program (listed in order of highest predictability). 
 Recall that the dependent variable of well-prepared in classroom management 
preparation was coded as 1.  The odds ratio, Exp(β), indicated the increase in odds of an 
outcome of well-prepared with a one unit increase in the continuous independent variable.  
We will now consider the logistic regression results from the full model analysis (see Table 
16). 
Teacher background characteristics – Block 1 
 The race categories of White, Asian, and American Indian were statistically 
significant.  The reference category was multiracial (two or more race categories were 
indicated by the respondent).  On the survey, new teachers were asked their race and could 
mark one or more race categories to indicate what they considered themselves to be.  New 
white teachers were 59.9% more likely to feel prepared in first-year teaching classroom 
management preparation than new teachers who considered themselves to be of more than 
one race.  New Asian teachers were 93.1% more likely to feel prepared in first-year teaching 
classroom management preparation than new teachers who considered themselves to be of 
more than one race.  New American Indian teachers were more than twice as likely to feel 
prepared in first-year teaching classroom management preparation than new teachers who  
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Table 16. Summary of logistic regression analysis model for variables predicting first-year 
teacher classroom management preparation (N=5,880)  
 
Variable  β S.E. Wald df Sig. Exp(β) 
Block 1: Teacher Background Characteristics 
           Gender: 1 = Female 0.01   0.065   0.025 1 0.874 1.01 
     White   0.469   0.114 17.018 1 <0.001*   1.599 
     Black   0.037   0.149   0.06 1 0.806   1.037 
     Asian   0.658   0.238   7.651 1   0.006*   1.931 
     Pacific Islander   0.079 0.56 0.02 1 0.888   1.082 
     American Indian   0.704   0.274   6.612 1   0.010*   2.022 
     Age   0.007   0.003   3.948 1   0.047*   1.007 
       Block 2: Teacher Ed Program Characteristics 
      Length of Student Teaching 
           None -0.557   0.089 39.25 1 <0.001*   0.573 
     4 Weeks or Less -0.556   0.184   9.137 1   0.003*   0.573 
     5 to 7 Weeks -0.233   0.138   2.862 1 0.091   0.792 
     8 to 11 Weeks -0.249   0.082   9.158 1   0.002*   0.779 
Program Information 
           Certification Type: Traditional  0.285   0.079 13.087 1 <0.001* 1.33 
     Master's Degree in Education: 1 = Yes  0.024   0.072 0.11 1 0.74  1.024 
Teaching License 
           Probationary -0.041   0.082 0.255 1   0.613 0.96 
     Additional Coursework Needed  0.092   0.089 1.067 1   0.302   1.097 
     Must Complete Program  0.195   0.114 2.962 1   0.085   1.216 
     No Certification  0.127   0.147 0.747 1   0.388   1.135 
       Block 3: School/Job Characteristics 
           Teacher Level: Secondary -0.18 0.07   6.631 1 0.01*   0.835 
     First-Year Induction Program: Yes    0.122   0.061   3.945 1   0.047* 1.13 
     Coaching Status: No   -0.426   0.069 37.898 1 <0.001*   0.653 
     Activity Sponsor Status: No    0.112   0.059   3.616 1 0.057   1.119 
     Committee Member Status: No   -0.127   0.059   4.649 1   0.031* 0.88 
     Test Score Pressure: None    0.152   0.059   6.565 1 0.01*   1.164 
     Student Poverty an Issue: Yes   -0.196   0.091   4.634 1   0.031*   0.822 
     Classroom Control: Yes    0.086   0.069   1.523 1 0.217 1.09 
     Curriculum Control: Yes    0.081   0.033   5.864 1   0.015*   1.084 
     Teacher Feels Supported: No   -0.319   0.077 17.254 1 <0.001*   0.727 
     Job Satisfaction: No   -0.164   0.071 5.35 1   0.021*   0.849 
     Student Minority Population: <50%   -0.002   0.001   6.872 1   0.009*   0.998 
     Constant   -0.807 0.88   0.842 1 0.359   0.446 
       Nagelkerke R Square = 0.099             
*p<0.05 
      Dependent Variable: Classroom 
Management Preparation 
           1 = Prepared    0 = Not Prepared 
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considered themselves to be of more than one race.  A ten-year increase in age indicated a 
new teacher was 7% more likely to feel prepared in classroom management for their first 
year of teaching.  
Teacher education program characteristics – Block 2 
 New teachers with no student teaching experience were 42.7% less likely to feel 
prepared in first-year teaching classroom management preparation than those new teachers 
with 12 weeks or more student teaching experience.  New teachers with 4 weeks or less of a 
student teaching experience were 42.7% less likely to feel prepared in first-year teaching 
classroom management preparation than those new teachers with 12 weeks or more student 
teaching experience.  In the full model, the student teaching experience variable of 5 to 7 
weeks was not statistically significant at the 0.05 level.  However, it was significant at the 
0.10 level.  Recall, it was also significant at the 0.05 level in Block 2.  Albeit not statistically 
significant, it is interesting to note that in this model, a new teacher with 5 to 7 weeks of 
student teaching was 20.8% less likely to feel prepared in the area of first-year teaching 
classroom management preparation than a new teacher with 12 weeks or more student 
teaching.  New teachers with 8 to 11 weeks of a student teaching experience were 22.1% less 
likely to feel prepared in first-year teaching classroom management preparation than those 
new teachers with 12 weeks or more student teaching experience.  New teachers from 
traditional teacher education certification programs were 33% more likely to feel prepared in 
first-year teaching classroom management preparation than those new teachers from 
alternative certification programs.  
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School/Job characteristics – Block 3 
 New secondary teachers (grades 7-12) were 16.5% less likely to feel prepared in first-
year teaching classroom management preparation than new elementary (K-6) teachers.  
Those new teachers who participated in a first-year induction program were 13% more likely 
to feel prepared in first-year teaching classroom management preparation than new teachers 
who did not.  New teachers who coached were 34.7% more likely to feel prepared in first-
year teaching classroom management preparation than new teachers who did not.  New 
teachers who served on a school-wide committee were 12.0% more likely to feel prepared in 
first-year teaching classroom management preparation than new teachers who did not.   
 New teachers who felt their job security was tied to their students’ test scores were 
16.4% less likely to feel prepared in first-year teaching classroom management preparation 
than new teachers who did not feel such pressure.  New teachers who perceived student 
poverty to be an issue in their schools were 17.8% less likely to feel prepared in first-year 
teaching classroom management preparation than new teachers who did not.  As curriculum 
control increased by one point (recall from Table 11, a one point increase meant new teachers 
felt more in control of their curriculum), new teachers were 8.4% more likely to feel prepared 
in first-year teaching classroom management preparation.  As new teacher support increased 
by one point (recall from Table 11, a one point increase meant new teachers felt less 
supported), new teachers were 27.3% less likely to feel prepared in first-year teaching 
classroom management preparation.  As new teacher job satisfaction increased by one point 
(recall from Table 11, a one point increase meant new teachers felt less job satisfaction), new 
teachers felt 15.1% less prepared in classroom management.  Finally, the model indicated 
that new teachers in schools with less than 50% minority student population felt equally 
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prepared in first-year teaching classroom management preparation as new teachers in schools 
with 50% or greater minority student population. 
Throughout the analysis, the logistic regression model became stronger with the 
the inclusion of each block.  The log likelihood value measuring lack of fit correspondingly 
became smaller (Step 1 = 7916.901; Step 2 = 7712.947; Step 3 = 7479.222), indicating 
improved fit at each step (Mertler & Vannatta, 2002). 
 The model’s success rate for predicting first-year teaching classroom management 
preparation is presented in Table 17.  After inclusion of all independent variables through 
Block 3, those new teachers who were not well prepared in classroom management for their 
first year of teaching could only be correctly predicted 33.8% of the time.  However, new 
teachers who were well prepared in first-year teaching classroom management could be 
correctly predicted 84.2% of the time.  The model’s overall percentage rate for correctly 
predicting new teacher level of first-year classroom management preparation was 63.9%.   
 The model fit after Block 3 variables were included is presented in Table 18.  The 
model coefficients in Block 3 had a Chi-square of 233.725, indicating the Block 3 variables 
could explain 233.725 out of 446.942 units of information.  The overall model explained 
446.942 out of 7479.222 units.  The significance of the p values (<0.001) indicated the model 
provided adequate fit of the data. 
 
Table 17. Logistic regression analysis of the model to predict first-year teaching  
 classroom management preparation  
 
Dependent Variable Category Predicted Percentage Correct 
Classroom Management Prep Not Prepared 33.8 
 
Well Prepared 84.2 
Overall Percentage 
 
63.9 
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Table 18. Logistic regression analysis summary of model fit tests based on Block 3 
variables  
 
Block 3 Model Coefficients Chi-square Df Sig. 
    Step 233.725 10 <0.001 
Block 3 233.725 10 <0.001 
Model 446.942 30 <0.001 
        
    Model Summary       
    Step  (- 2) Log likelihood Nagelkerke R Square   
    1 7479.222 0.099 
 
    Hosmer and Lemeshow 
Test       
    Step Chi-square Df Sig. 
    1 3.777 10 0.877 
 
 The Nagelkerke R Square had an index of 0.099, meaning there was not a great deal 
of strength in the prediction validity of the model.  It is important to note that the Nagelkerke 
R Square index did increase after each block, indicating improvement in the model after each 
block of variables was added.  As indicated in Chapter 3, there were specification issues with 
the model based on the survey instrument.  Certain information regarding new teachers and 
their ability to manage behavior issues were not included in the survey i.e. career experiences 
other than teaching that included leadership and/or management opportunities, previous 
experiences working with youth outside of the classroom, and new teacher dispositions such 
as personality type and level of motivation.  Another area of difficulty included measurement 
of the length of the student teaching experience.  There were not an adequate number of 
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categories to differentiate between a 12-week student teaching experience at the 
undergraduate level and a year-long student teaching experience at the graduate level.  
According to the literature, there is a great difference in classroom management preparation 
for teachers with those two different student teaching experiences.  Finally, the Hosmer and 
Lemeshow Test was not significant at the 0.05 level (p>0.877) meaning the model estimates 
fit of the data at an acceptable level. 
Job Satisfaction and Commitment to the Teaching Profession 
Research Question 4:  How do new teachers’ perceptions of classroom management 
preparation in their first year of teaching relate to their job satisfaction and commitment to 
the teaching profession?   
 
Research Question 4 investigated the relationship between new teachers’ perceptions 
of their classroom management preparation during their first year of teaching and their job 
satisfaction and commitment to the teaching profession.  The Pearson Correlation Coefficient 
(r) was used to measure this relationship.  The range of a correlation coefficient is -1.0 to 1.0, 
with 0.0 indicating no relationship between the variables (Mertler & Vannatta, 2005).  
Recall, new teachers’ perceptions of how well prepared they were for their first year of 
teaching in the area of classroom management were measured on a Likert-scale with 
response choices as follows: (1) not at all prepared; (2) somewhat prepared; (3) well 
prepared; and (4) very well prepared.  Three items from the SASS Public School Teacher 
Questionnaire were used to measure new teacher job satisfaction and commitment to the 
teaching profession.  They included #58a, #58b, and #57d.   
Item #58a stated, “If you could go back to your college days and start over again, 
would you become a teacher or not?”  Response choices were as follows: (1) certainly would 
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become a teacher; (2) probably would become a teacher; (3) chances about even for and 
against; (4) probably would not become a teacher; and (5) certainly would not become a 
teacher.  Results of the Pearson Correlation revealed that the correlation coefficient between 
new teachers’ perceptions of first-year teaching classroom management preparation and their 
job satisfaction and commitment to the teaching profession measured by Item #58a was  
-0.166.  The negative value was due to the reverse scale listed above.  This correlation was 
statistically significant at the 0.01 level (2-tailed).  Statistically speaking, the more prepared a 
new teacher felt in first-year teaching classroom management preparation, the more likely 
he/she would be to become a teacher again, if the choice to start over was available.  
However, the correlation was not strong (see Table 19). 
 
Table 19. Correlations for new teachers’ perceptions and job  
 satisfaction/professional commitment, Item #58a  
 
 
1st yr – class 
management 
Would be a 
teacher 
1st yr – class management Pearson Correlation 1 -.166* 
Sig. (2-tailed)  .000 
N 6,020 6,020 
Would be a teacher Pearson Correlation -.166* 1 
Sig. (2-tailed) .000  
N 6,020 6,300 
* Significant at the 0.01 level (2-tailed).   
 
Item #58b stated, “How long do you plan to remain in teaching?”  Response choices 
were as follows: (1) as long as I am able; (2) until I am eligible for retirement benefits from 
this job; (3) until I am eligible for retirement benefits from a previous job; (4) until I am 
eligible for Social Security benefits; (5) until a specific life event occurs; (6) until a more 
 81 
desirable job opportunity comes along; (7) definitely plan to leave as soon as I can; and (8) 
undecided at this time.  Results of the Pearson Correlation revealed that the correlation 
coefficient between new teachers’ perceptions of first-year teaching classroom management 
preparation and their job satisfaction and commitment to the teaching profession measured 
by Item #58b was -0.145.  The negative value was due to the reverse scale listed above.  This 
correlation was statistically significant at the 0.01 level (2-tailed).  Statistically speaking, the 
more prepared a new teacher felt in first-year teaching classroom management preparation, 
the more likely he/she would be to remain in teaching.  However, the correlation was not 
strong (see Table 20). 
 
Table 20. Correlations for new teachers’ perceptions and job  
 satisfaction/professional commitment, Item #58b   
 
 
1st yr – class 
management 
Remaining in 
teaching 
1st yr – class management Pearson Correlation 1 -.145* 
Sig. (2-tailed)  .000 
N 6,020 6,020 
Remaining in teaching Pearson Correlation -.145* 1 
Sig. (2-tailed) .000  
N 6,020 6,300 
* Significant at the 0.01 level (2-tailed). 
 
Item #57d stated, “To what extent do you agree or disagree with the following?  If I 
could get a higher paying job I’d leave teaching as soon as possible.”  Response choices were 
as follows: (1) strongly agree; (2) somewhat agree; (3) somewhat disagree; (4) strongly 
disagree.  Results of the Pearson Correlation revealed that the correlation coefficient between 
new teachers’ perceptions of first-year teaching classroom management preparation and their 
job satisfaction and commitment to the teaching profession measured by Item #57d was 
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0.103.  This correlation was statistically significant at the 0.01 level (2-tailed).  Statistically 
speaking, the more prepared a new teacher felt in first-year teaching classroom management 
preparation, the less likely he/she would be to leave teaching for a higher paying job.  
However, the correlation was not strong (see Table 21).  
New Teacher Support 
Research Question 5:  What level of priority do new teachers assign classroom management 
for their own professional development needs? 
 
Descriptive statistics were used to answer Research Question 5.  In particular, a 
frequency analysis provided the level of new teacher professional development priority, by 
percentage, in the area of student discipline and classroom management.  The results were as 
follows: 33.3% of new teachers indicated professional development in the area of classroom 
management as their top priority; 13.8% of new teachers indicated it was their second 
priority; and 13.2% indicated it was their third priority.  Overall, 60.3% of new teachers 
indicated student discipline and classroom management were among their top three 
professional development needs (see Table 22). 
 
Table 21. Correlations for new teachers’ perceptions and job  
 satisfaction/professional commitment, Item #57d  
 
 
1st yr - class 
management 
Agree - leave 
for better pay 
1st yr - class management Pearson Correlation 1   .103* 
Sig. (2-tailed)  .000 
N 6,020 6,020 
Agree - leave for better pay Pearson Correlation   .103* 1 
Sig. (2-tailed) .000  
N 6,020 6,300 
* Significant at the 0.01 level (2-tailed) 
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Table 22. Percentages for priorities in new teacher professional development area:  
classroom management  
 
 Priority 
 First Second  Third  
New Teacher Professional Development Area:  
Classroom Management 
   
 33.3% 13.8% 13.2% 
 
As a follow-up to this question, descriptive statistics were applied to indicate whether 
or not classroom management was a component of new teacher professional development 
activities (frequency analysis).  The results indicated that in the past 12 months, 50.5% of 
new teachers participated in professional development activities that focused on student 
discipline and classroom management while 49.5% did not.  In the affirmative case, a 
frequency analysis was done to report level of usefulness of those professional development 
activities on a Likert-scale with response choices of: (1) not useful; (2) somewhat useful; (3) 
useful; and (4) very useful.  The results indicated that in the last 12 months, new teachers 
who participated in professional development activities relating to classroom management 
reported level of usefulness of those activities as follows: (1) 5.7% not useful; (2) 28.7% 
somewhat useful; (3) 43.5% useful; and (4) 22.1% very useful (see Table 23). 
 
Table 23. Percentages for usefulness of new teacher professional development activities  
Statement Not Useful Somewhat useful Useful Very useful 
Overall, how useful were 
these professional 
development activities? 
                              
 
5.7% 
 
 
28.7% 
 
 
43.5% 
 
 
22.1% 
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Summary 
 In response to the first research question, descriptive statistics revealed that in the 
area of new teachers’ perceptions of first-year teaching classroom management preparation, 
4.3% of new teachers felt unprepared and 36.2% felt somewhat prepared.  The results also 
indicated that 19.5% of new teachers felt very well prepared in this area and 40.0% felt well 
prepared.  Overall, 40.5% of new teachers felt they were either unprepared or somewhat 
prepared in the area of classroom management preparation for their first year of teaching. 
 Results from Research Question 2 were used to determine whether or not new 
teachers’ perceptions of first-year teaching classroom management preparation varied by 
teacher gender, teacher level, licensure program, whether or not they held a Master’s degree 
in education, and minority student population of the school.  The results for Research 
Question 2 were as follows:  the independent sample t tests indicated the mean for new male 
teachers’ perceptions was slightly higher than new female teachers’ perceptions and the 
difference was not statistically significant; the mean for new elementary teachers’ 
perceptions was greater than the mean for new secondary teachers’ perceptions and the 
difference was statistically significant; and the mean for new traditionally certified teachers’ 
perceptions was greater than the mean for new alternatively certified teachers’ perceptions 
and the difference was statistically significant.  The mean of new teachers’ perceptions of 
classroom management preparation for those holding a Master’s degree in education was 
slightly higher than the perceptions of new teachers who did not hold a Master’s degree in 
education, and the difference was not statistically significant.  Finally, in the area of minority 
student population, the mean for the perception of new teachers in the area of classroom 
management was higher for Group 1 (student minority population less than 50%) than the 
 85 
mean for Group 2 (student minority population 50% or greater) and the difference was 
statistically significant. 
 For Research Question 3, the logistic regression model predicted that new teachers 
with 12 or more weeks of student teaching experience were better prepared in the area of 
first-year teaching classroom management preparation than new teachers with the following 
student teaching experience: 8 – 11 weeks, 5 – 7 weeks, 4 weeks or less, or none.  New 
teachers with no student teaching experience were 42.7% less likely to feel prepared in first-
year teaching classroom management than new teachers with 12 or more weeks of student 
teaching.  New teachers with 4 or fewer weeks of student teaching experience were also 
42.7% less likely to feel prepared in first-year teaching classroom management than new 
teachers with 12 or more weeks of student teaching.  At the 0.10 significance level, new 
teachers with 5-7 weeks of student teaching experience were 20.8% less likely to feel 
prepared in first-year teaching classroom management than new teachers with 12 or more 
weeks of student teaching.  New teachers with 8-11 weeks of student teaching experience 
were 22.1% less likely to feel prepared in first-year teaching classroom management than 
new teachers with 12 or more weeks of student teaching.   
 The logistic regression model for Research Question 3 also verified results from 
Research Question 2 in the following new teacher categories: gender, teacher level, 
certification program, and Master’s degree in education.  Results of the model indicated there 
was not a statistically significant difference in first-year teaching classroom management 
preparation by gender and whether or not the new teacher held a Master’s degree in 
education.  New secondary teachers were 16.5% less likely to feel prepared in first-year 
teaching classroom management preparation than new elementary teachers.  New teachers 
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from traditional certification programs were 33% more likely to feel prepared in first-year 
teaching classroom management preparation than new teachers from alternative certification 
programs. 
 Results from Research Question 3 indicated that new teachers who participated in 
first-year induction programs were 13.0% more likely to feel prepared in first-year teaching 
classroom management preparation than new teachers who did not.  New teachers who 
coached were 34.7% more likely to feel prepared in first-year teaching classroom 
management preparation than new teachers who did not.  New teachers who were committee 
members at their schools were 12.0% more likely to feel prepared in first-year teaching 
classroom management preparation than new teachers who did not serve on a committee. 
 New teachers who did not perceive test score pressure to be tied to their job security 
were 16.4% more likely to feel prepared in first-year teaching classroom management 
preparation than new teachers who did perceive it to be an issue.  New teachers who 
perceived student poverty to be an issue at their schools were 17.8% less likely to feel 
prepared in first-year teaching classroom management preparation than new teachers who did 
not perceive it to be an issue.  New teachers who felt they had control over their curriculum 
were 8.4% more likely to feel prepared in classroom management.  New teachers who felt a 
lack of administrative support were 27.3% less likely to feel prepared in classroom 
management.  New teachers who felt a lack of job satisfaction were 15.1% less likely to feel 
prepared in classroom management.  Finally, new teachers in schools with less than a 50% 
minority student population were as likely to feel prepared in first-year teaching classroom 
management preparation as those new teachers in schools with 50% or greater minority 
student populations. 
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 The next area of inquiry, Research Question 4, regarded whether or not there was a 
relationship between new teachers’ perceptions of first-year teaching classroom management 
preparation and their job satisfaction and commitment to the profession.  Results of the 
Pearson Correlation indicated there was a statistically significant correlation between this 
relationship for the three items used from the SASS Public School Teacher Questionnaire 
that measured job satisfaction and commitment to the teaching profession (Items #58a, #58b, 
and #57d).  However, the correlation coefficients were low. 
 In response to Research Question 5, descriptive statistics revealed that for new 
teacher professional development needs in the area of student discipline and classroom 
management, 33.3% of new teachers identified this as their top priority for professional 
development needs, 13.8% indicated it was their second priority, and 13.2% indicated it was 
their third priority.  Overall, 60.3% of new teachers identified classroom management as one 
of their top three professional development needs.  Descriptive statistics also revealed that 
when asked whether or not they received professional development during the past 12 
months in the area of classroom management, 50.5% of new teachers indicated they had.  Of 
the 50.5% of new teachers who had received professional development in the area of 
classroom management, the level of usefulness of the professional development activities 
reported was as follows: 5.7% were not useful; 28.7% were somewhat useful; 43.5% were 
useful; and 22.1% were very useful.  For new teachers receiving professional development in 
the area of student discipline, 34.4% reported these activities were not useful or somewhat 
useful.   
 The summary, discussion, and conclusion of this research are presented in Chapter 5.  
Implications for practice and policy, and recommendations for future study are also provided. 
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CHAPTER 5.  SUMMARY, DISCUSSION, IMPLICATIONS FOR PRACTICE AND 
POLICY, AND CONCLUSION 
 This chapter discusses the results and overall findings of this study and contains six 
sections.  First, a summary of the study is provided.  Second, results of the quantitative 
research are stated.  Third, a conclusion is provided.  Finally, this chapter concludes with 
implications for practices and policy, recommendations for future research, and final 
thoughts. 
Summary 
 Results from the 2007-2008 Schools and Staffing Survey Public School Teacher 
Questionnaire were used to advance research in the areas of new teacher classroom 
management preparation, new teacher job satisfaction and commitment to the teaching 
profession, and new teacher professional development and induction needs in the area of 
classroom management.  First, new teachers’ perceptions of first-year teaching classroom 
management preparation were reported through a frequency analysis based on the following 
Likert-response categories: (1) not at all prepared; (2) somewhat prepared; (3) well prepared; 
and (4) very well prepared.  Second, variance of response to these categories was reported by 
new teacher gender, teacher level, licensure program, whether or not they held a Master’s 
degree in education, and percentage minority student population in the school.  Third, a 
multivariate analysis was conducted to ascertain if the length of the student teaching 
experience predicted new teachers’ perceptions of first-year teaching classroom management 
preparation.  Fourth, an investigation was conducted into the relationship between new 
teacher classroom management preparation and overall job satisfaction and commitment to 
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the teaching profession.  Finally, new teachers’ self-reported classroom management needs 
for professional development were provided through a frequency analysis.  The following 
five research questions were answered based upon results from this study: 
1. What are new teachers’ perceptions of how well prepared they were in their first year 
of teaching in the area of classroom management?  
2. Are there statistically significant differences in new teachers’ perceptions of first-year 
teaching classroom management preparation by gender, teacher level, licensure 
program, whether or not they hold a Master’s degree in education, and percentage 
minority population in the school? 
3. Does the length of the student teaching (practice teaching) experience predict new 
teachers’ perceptions of first-year teaching level of classroom management 
preparation? 
4. How do new teachers’ perceptions of classroom management preparation in their first 
year of teaching relate to their job satisfaction and commitment to the teaching 
profession? 
5. What level of priority do new teachers assign classroom management for their own 
professional development needs? 
 In order to answer the research questions, descriptive statistics, inferential statistics, 
and a multivariate analysis were conducted.  This research assisted in developing an 
understanding of new teachers’ perceptions on their preparation, specifically in the areas of 
classroom management and student discipline, and how these perceptions affected new 
teacher attrition and retention.  This research adds to the existing body of knowledge in this 
area, as well as updates research in this area done by Cleveland (2008) using the 1999-2000 
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SASS Public School Teacher Questionnaire dataset.  The findings and conclusions are 
intended to inform teacher education programs, public school districts, policy makers, and 
educational researchers. 
Discussion  
 Results from this research both confirm and extend existing knowledge in the areas of 
new teacher preparation, retention and attrition, and professional development.  Results from 
this research using the 2007-2008 SASS Public School Teacher Questionnaire dataset mainly 
supported Cleveland’s (2008) findings from the 1999-2000 SASS Public School Teacher 
Questionnaire.  This section provides discussion of the findings in the following five areas: 
new teacher perceptions on classroom management preparation, variance of these 
perceptions, length of student teaching experience as a predictor of these perceptions, new 
teacher job satisfaction and commitment to the teaching profession, and self-reported new 
teacher professional development needs in the areas of student discipline and classroom 
management. 
Perceptions on preparation 
 According to this study which used the 2007-2008 SASS Public School Teacher 
Questionnaire dataset, 4.3% of new teachers felt unprepared in first-year teaching classroom 
management, 36.2% felt somewhat prepared, 40.0% felt well prepared, and 19.5% felt very 
well prepared.  Findings from Cleveland’s (2008) research, which used the 1999-2000 SASS 
Public School Teacher Questionnaire dataset, were the following: 5.2% of new teachers felt 
unprepared in first-year teaching classroom management, 36.4% felt somewhat prepared, 
38.5% indicated they were well prepared, and 19.9% felt very well prepared in classroom 
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management.  The current research findings are fairly similar to Cleveland’s (2008) results 
(see Table 24).  
 The fact that for this study, 40.5% of new teachers indicated they were either 
unprepared, or only somewhat prepared, in the area of classroom management preparation 
for first-year teaching has important implications for teacher education programs and public 
school districts because skillful classroom management is what makes quality intellectual 
work possible (Darling-Hammond & Bransford, 2005).  Effective teachers are the most 
important factor surrounding student achievement (Marzano, Marzano, & Pickering, 2003).  
In order for students to learn at a high level, teachers need to be able to effectively manage 
the classroom.  Ineffective classroom management leads to instruction of less challenging 
and less stimulating material.  When teachers don’t feel in control of their classrooms, they 
tend to “water down” the curriculum because their main priority becomes managing student 
behavior. 
 Meeting the requirements of NCLB legislation and high-stakes testing have 
highlighted the critical components of student achievement, with effective teacher classroom 
management being at the forefront.  In terms of classroom management preparation in 
teacher education programs, Perry and Taylor (2001) recommended extending traditional 
 
Table 24. Longitudinal results of perceptions on new teacher classroom management 
preparation  
 
Level of 1st Year Classroom 
Management Preparation 
Not at all 
prepared 
Somewhat 
prepared 
Well 
prepared 
Very well 
prepared 
 
1999-2000 SASS Results 
 
5.2% 
 
36.4% 
 
38.5% 
 
19.9% 
 
2007-2008 SASS Results 
 
 
4.3% 
 
36.2% 
 
40.0% 
 
19.5% 
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four-year teacher education programs to five years in order to add coursework and field 
experiences.  Meyer and Williams (2005) recommended a semester-long classroom 
management course for teacher education programs.  Research supports the claim that 
classroom management instruction is a critical component of teacher education programs. 
 With 40.5% of new teachers either unprepared or only somewhat prepared in the area 
of first-year teaching classroom management, teacher education programs need to continue to 
look for ways to improve upon this area of their curriculum.  There were essentially no gains 
in this area since Cleveland’s (2008) study using the 1999-2000 SASS dataset (Table 24).  
With the literature supporting the importance of this area because of its relationship to 
student achievement as well as new teacher retention, school districts must continue to look 
for ways to support new teachers in handling student discipline and classroom management 
issues.  As Briggs (2011) indicated, the level of support varies from teacher to teacher, and 
from school to school.  As teacher education programs continually review their effectiveness, 
the fact that perception of first-year teaching classroom management preparation hasn’t 
increased in the past decade since Cleveland’s (2008) study is important to note. 
Variance of perceptions 
 Variance of perceptions of first-year teaching classroom management preparation was 
investigated based on new teacher gender, teacher level, certification program, whether or 
not they held a Master’s degree in education, and percentage minority student population (see 
Table 14).  The means for perceptions of first-year teaching classroom management 
preparation for new female and new male teachers were nearly the same and results were not 
statistically significant.  The actual difference was only 0.02, with the mean for new male 
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teachers being higher.  Cleveland’s (2008) results using the 1999-2000 SASS dataset showed 
a similar finding in that males had a slightly higher mean than females, and the difference of 
0.10 was not statistically significant.  The logistic regression model used for the third 
research question also indicated that in terms of first-year teaching classroom management 
preparation, there was no statistically significant difference between new male teachers and 
new female teachers with first-year classroom management preparation. 
The means for new teachers with a Master’s degree in education and new teachers 
without a Master’s degree in education were nearly the same and results were not statistically 
significant.  The logistic regression model from Research Question 3 also showed there was 
not a statistically significant difference in first-year teaching classroom management 
preparation between new teachers who held a Master’s degree in education and those who 
did not.  Results of differences in means of perceptions of first-year teaching classroom 
management preparation based on teacher level, licensure program, and percentage minority 
student population were statistically significant.   
In regard to teacher level, new elementary teachers had a higher mean than new 
secondary teachers, but the actual difference was small (0.13).  This limits the practical 
significance of the results in this area based on the statistical analysis for Research Question 
2.  Cleveland’s (2008) research showed similar results, with a statistically significant 
difference between levels (new elementary teachers with slightly higher means than new 
secondary teachers), but the actual difference in means was small (0.10).  Her finding was 
that no strong conclusion could be made with this variable.  However, from the logistic 
regression model used for Research Question 3, findings indicated that new secondary 
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teachers were 16.5% less likely to feel prepared in first-year classroom management 
preparation than new elementary teachers. 
The mean for perceptions of first-year teaching classroom management preparation 
for new traditionally certified teachers was higher than the mean for new alternatively 
certified teachers.  This category had the highest difference between means (0.26).  This 
finding indicated there was a significant difference between level of new teacher classroom 
management preparation between traditionally certified new teachers and alternatively 
certified new teachers.  On the 4-point Likert-scale used to measure first-year teaching 
classroom management preparation, new traditionally certified teachers reported their level 
of classroom management preparation to be over a quarter-point higher than new 
alternatively certified teachers.  Findings from the logistic regression model used to answer 
Research Question 3 supported the findings from Research Question 2 by indicating that new 
teachers from traditional teacher education programs were 33% more likely to feel prepared 
in first-year teaching classroom management than new teachers from alternative certification 
programs. 
The findings in this area support the literature pertaining to differences in preparation 
between traditionally-certified teachers and alternatively-certified teachers.  The literature 
indicated traditional pre-service teacher preparation, as opposed to alternative pre-service 
teacher preparation, is a better means of producing teachers who will increase student 
achievement (Kaplan & Owings, 2003).  Recall from discussion in the previous section that a 
teacher’s ability to effectively manage the classroom directly affects student achievement, 
and is one of the strongest factors to do so.  Darling-Hammond (2000) indicated that teachers 
who experience alternative licensure programs do not have the same experiences and content 
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knowledge as those in traditional programs.  Research also indicated that alternative 
licensure teachers were more likely to leave the field because they did not have the 
developmental experiences in their programs to provide opportunities to become comfortable 
in classrooms before entering the field (Darling-Hammond, 2003).  With continued emphasis 
on alternative pathways to teacher certification, this finding is an important consideration for 
teacher education programs and state policy makers. 
New teachers in schools with less than a 50% minority student population had a 
higher mean than new teachers in schools with 50% or higher minority student populations 
and the difference in means was statistically significant.  Again, the actual difference was 
small (0.13) which limited the practical significance in this area. No strong conclusion could 
be made about this variance.  Cleveland’s (2008) study had a similar finding in this area with 
no strong conclusion made regarding the variance in new teachers’ perceptions of first-year 
teaching classroom management preparation based on minority student population.  From the 
logistic regression model used for Research Question 3, findings indicated that new teachers 
in schools with less than a 50% minority student population were as likely to feel prepared in 
first-year teaching classroom management preparation as new teachers in schools with 50% 
or higher minority student populations.  
Student teaching and perceptions on preparation 
Studies indicated that longer student teaching experiences, concurrent with 
coursework, led to better teaching and a more sustained commitment to the teaching 
profession (Chin & Russell, 1995; Sumara & Luce-Kapler, 1996).  As previously mentioned, 
Perry and Taylor (2001) recommended extending traditional four-year teacher education 
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programs to five years in order to allow for more field experience opportunities.  Student 
teachers average ten to twelve weeks of student teaching which is often not enough.  New 
teachers from five-year graduate-level teacher education programs with full-year student 
teaching experiences were more likely to remain in the field than those from four-year 
undergraduate programs (Darling-Hammond & Bransford, 2005).  Attrition rates for new 
teachers who did not have a student teaching field experience were nearly double that of new 
teachers who had a student teaching experience (Darling-Hammond, 2010). 
Findings from the logistic regression analysis used in Research Question 3 to predict 
whether or not the length of the student teaching experience predicted first-year teaching 
level of classroom management preparation supported the literature in this area.  The longer 
the student teaching experience, the better prepared new teachers felt in the area of classroom 
management preparation (see Table 16).  New teachers with either no student teaching 
experience, or 4 weeks or less, were 42.7% less likely to feel prepared in the area of 
classroom management their first year of teaching than those new teachers with 12 weeks or 
more student teaching experience.  New teachers with 5 to 7 weeks student teaching 
experience were 20.8% less likely to feel prepared in the area of classroom management 
preparation than those new teachers with 12 weeks or more student teaching experience.  
New teachers with 8 to 11 weeks student teaching experience were 22.1% less likely to feel 
prepared in the area of classroom management preparation than those new teachers with 12 
weeks or more student teaching experience.  Specifically in this study, through the use of the 
logistic regression model, the length of a new teacher’s student teaching experience proved to 
be a significant and contributing variable to predict success in first-year teaching classroom 
management preparation. 
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Job satisfaction and commitment to the profession 
 The relationship between new teachers’ perceptions of first-year teaching classroom 
management preparation and new teacher job satisfaction and commitment to the teaching 
profession was measured through the use of the Pearson Product Correlation in Research 
Question 4.  The measures used for new teacher job satisfaction and commitment to the 
teaching profession were three items on the 2007-2008 SASS Public School Teacher 
Questionnaire.  All three items had a statistically significant correlation to new teachers’ 
perceptions of their first-year teaching classroom management preparation.  However, the 
correlations were low, with absolute value less than 0.166 for all three correlations.  Because 
of this, the practical significance of the findings was limited and no strong conclusion could 
be made regarding each correlation (see Tables 19-21).   Cleveland (2008) reached the same 
conclusion in her testing of this relationship using the 1999-2000 SASS Public School 
Teacher Questionnaire dataset. 
 Even though the practical significance of the correlations was limited, the literature 
revealed a strong connection between a teacher’s ability to handle classroom discipline issues 
and his/her commitment to the teaching profession.  Therefore, survey items to measure this 
correlation should be included in future research because the results were statistically 
significant. 
 The logistic regression from Research Question 3 also revealed data regarding the 
relationship between new teacher classroom management preparation and job satisfaction.  
On a 4-point Likert-scale used to measure job satisfaction, a one point decrease in job 
satisfaction meant a new teacher was 15.1% less likely to feel prepared in the area of first-
year teaching classroom management.   
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 The literature is clear that new teacher attrition is a costly problem for school districts 
and students.  Cost estimates of new teacher attrition are $15,000 - $20,000 per teacher.  
When loss of student achievement is factored into these findings, school district cost can be 
$33,000 - $48,000 per teacher leaving the field (Darling-Hammond, 2010).  The statistical 
significance of the correlations in this research supports the literature which says that after 
low compensation, the main reason new teachers leave the field is discipline issues in the 
classroom.  Nearly one third of all new teachers leave within their first three years of 
teaching and half leave within their first five years (National Commission on Teaching and 
America’s Future, 2003).  There is a high cost in terms of school finances, teacher quality, 
and student achievement (Alliance for Excellent Education, 2005).  Lower attrition rates 
occur in schools with higher achieving students and fewer discipline problems (Feng, 2005).  
Because of the negative consequences of new teacher attrition, teacher education programs 
and school districts need to provide the necessary instruction and support in preparing pre-
service teachers and mentoring new teachers. 
 New teacher attrition can be reduced by one third to one half if strong induction and 
mentoring programs are in place (Ingersoll & Smith; 2003; Alliance for Excellent Education, 
2004).  Strong new teacher induction programs not only improve retention, but also increase 
student achievement because new teachers learn instructional strategies from their mentors 
that improve student learning (Alliance for Excellent Education, 2005).  As results from 
Research Question 3 indicated, new teachers who participated in first-year teaching induction 
programs were 13% more likely to feel prepared in the area of classroom management than 
those who did not (Table 16).  New teacher job satisfaction and commitment to the teaching 
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profession are heightened through strong teacher education programs and high quality new 
teacher induction and professional development programs. 
Professional development needs 
 According to this study, 60.3% of new teachers identified student discipline and 
classroom management among their top three priorities for professional development needs.  
In fact, 33.3% of new teachers identified this area as the number one priority for professional 
development needs.  A frequency analysis with the dataset indicated only 50.5% of new 
teachers received professional development support in this area in the past 12 months.  The 
level of usefulness of those professional development activities in the area of classroom 
management was as follows: 5.7% indicated it was not useful, 28.7% indicated it was 
somewhat useful, 43.5% indicated it was useful, and 22.1% indicated it was very useful.  In 
other words, over one third of those new teachers found the professional development in this 
area to only be somewhat useful, or not at all useful (see Tables 22 & 23). 
 Given the importance of new teacher support in the areas of classroom management 
and student discipline, along with its strong connection to student achievement and 
commitment to the teaching profession, these findings need to be given serious consideration 
by public school districts.  New teacher professional development must be on-going and 
meaningful in order to improve new teacher instruction and ultimately increase student 
achievement (Alliance for Excellent Education, 2004).  This professional development must 
include content knowledge, diverse learner needs, and how to manage student behavior.  
Professional development opportunities must be relevant with issues new teachers face 
(Brady & Shuck, 2005). 
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 The logistic regression model revealed that new teachers who participated in a first-
year induction program were 13.0% more likely to feel prepared in first-year teaching 
classroom management preparation.  The literature supports the importance of a strong first-
year new teacher induction program.  Key components should include orientation, mentoring, 
classroom management instruction, meaningful instructional activities, new teacher 
observations, and meetings with building administrators (Ingersoll & Smith, 2004; McCann 
& Johannessen, 2008).  Strong mentoring programs have repeatedly been shown to increase 
job satisfaction and retention of new teachers (Darling-Hammond, 2003). 
Research does not encompass all variables 
 It is important to note that this study does not encompass all variables that could 
impact first-year teaching classroom management preparation, new teacher retention and 
attrition, and new teacher professional development needs.  There are numerous variables 
that could affect first-year teaching classroom management preparation including, but not 
limited to, career experiences other than teaching that included leadership and/or 
management opportunities, previous experiences working with youth outside of the 
classroom, and new teacher dispositions and motivation levels.  Another area to consider 
would be differences in teacher education programs’ classroom management instruction.  In 
terms of new teacher retention and attrition, salary was not a variable considered in this 
study. Along with classroom management issues, lack of compensation is one of the main 
reasons teachers leave the field.  Finally, this study did not include specific measures for 
areas of new teacher professional development in the area of classroom management that 
teachers found useful or not useful.  
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Conclusions 
This study was conducted to research and examine new public school teachers’ 
perceptions of their level of preparation in the area classroom management and how prepared 
they were during their first year of teaching to handle various classroom and discipline 
issues.  These results updated research on this topic that involved a previous dataset 
(Cleveland, 2008). The investigation was conducted using the most recent existing survey 
data, 2007-2008 SASS Public School Teacher Questionnaire, regarding percentages of new 
teachers who felt well prepared in the area of classroom management.  The data were 
disaggregated by new teacher gender, teacher level (elementary or secondary), licensure 
program (traditional or alternative), whether or not the new teacher held a Master’s degree in 
education, and percentage of minority students enrolled in the school.  The relationship 
between length of student teaching experience and new teachers’ perception of classroom 
management preparation was examined.  New teachers’ perceptions of their preparation in 
classroom management and their correlation to job satisfaction and commitment to the 
teaching profession were investigated.  The final category of consideration was new teachers’ 
self-reported professional development and induction needs in the area of classroom 
management. 
 Research Question 1 provided an overview of new teachers’ perceptions of how well 
prepared they were in their first year of teaching in the area of classroom management.  
Research Question 2 disaggregated this data based on new teacher gender, teacher level, 
licensure program, whether or not they held a Master’s degree in education, and percentage 
minority population in the school.  Research Question 3 compared level of first-year teaching 
classroom management preparation based on different lengths of student teaching 
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experiences (none, 4 weeks or less, 5 to 7 weeks, 8 to 11 weeks, and 12 weeks or more).  
Research Question 4 focused on the relationship between new teachers’ perceptions of first-
year teaching classroom management preparation and job satisfaction and commitment to the 
profession.  Finally, Research Question 5 focused on self-reported new teacher professional 
development needs in the area of classroom management. 
 In conclusion, several important results emerged from this study.  First, 40.5% of new 
teachers felt either not at all prepared or only somewhat prepared in their ability to handle 
classroom management or discipline situations during their first year of teaching.  These 
results are very similar to a previous study that used the 1999-2000 SASS Public School 
Teacher Questionnaire dataset (Cleveland, 2008).  There wasn’t a statistically significant 
difference in level of first-year teaching classroom management preparation by gender or 
whether or not the new teacher held a Master’s degree in education.  There was, however, a 
statistically significant difference in this preparation based on teacher level, licensure 
program, and percentage of minority student population.  In terms of first-year teaching 
classroom management preparation, new elementary teachers felt more prepared than new 
secondary teachers, new teachers from traditional teacher education programs felt more 
prepared than those from alternative teacher education programs, and new teachers in schools 
with less than 50% minority student population felt more prepared than those in schools with 
50% or greater minority student populations. 
 Second, the length of a new teacher’s student teaching experience predicted the level 
of first-year teaching classroom management preparation.  The longer the student teaching 
experience, the more prepared new teachers felt in their ability to handle first-year classroom 
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management and discipline issues.  Third, new teachers who participated in first-year 
induction programs felt more prepared to handle classroom discipline issues. 
 Next, there was a statistically significant positive correlation between a new teacher’s 
ability to handle classroom management issues and his/her job satisfaction and commitment 
to the teaching profession.  Finally, 60.3% of new teachers indicated classroom management 
was one of their top three professional development needs.  However, only half of all new 
teachers received professional development support in this area. 
Implications for Practice and Policy 
 New teacher preparation continues to be an area of importance and continued 
discussion at the collegiate level in teacher education programs, as well as within public 
school districts, is warranted.  Teacher education programs, school districts, teachers, 
students, and policy makers can all benefit from a better understanding of the data collected 
in this study.  Results from this study raised several questions for consideration.  These 
findings have implications at the teacher education preparation level, as well as for public 
school districts and policy makers. 
 Based on the research literature for this study, there is a strong connection between a 
teacher’s ability to manage a classroom and student achievement.  With the goal of better 
teaching and learning, the literature is clear that a critical component for success in these two 
areas is new teacher preparation in the area of classroom management.  As Darling-
Hammond and Bransford (2005) indicated, because it is a complex issue with many layers, 
teacher education programs and public school districts must continue to look for ways to 
better prepare and support new teachers in this area.  In addition, with the literature 
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indicating student discipline issues as one of the top reasons teachers leave the profession, it 
is an area of concern in terms of loss of student achievement and loss of public school funds 
when teachers leave. 
Teacher education programs 
 With findings from this research indicating that 40.5% of new teachers felt only 
somewhat prepared or not at all prepared in the area of first-year teaching classroom 
management, teacher education programs need to continue to look at methods of instruction 
in this area.  Over the past decade between this study and Cleveland’s (2008) research, gains 
have not been made in new teachers’ perceptions of their first-year teaching classroom 
management preparation.  As Darling-Hammond and Bransford (2005) indicated, it is one of 
the most important topics for pre-service teachers, yet one of the most ignored topics.  
Darling-Hammond and Bransford’s (2005) classroom management preparation model has six 
areas of emphasis for teacher education programs.  An implication from this study is that 
consideration must be given to all six areas which include: (1) curriculum and engaging 
pedagogy; (2) motivation; (3) culturally responsive pedagogy; (4) learning communities; (5) 
organizing the classroom; and (6) moral development.   
Because of the many layers, classroom management instruction is a complex 
curricular area for teacher education programs.  The above six areas should be infused in 
methods courses, stand-alone classroom management courses, seminars, diverse field 
experiences, and through Professional Development School Programs between teacher 
education programs and public school districts.  There are inconsistencies in how university 
programs teach classroom management to pre-service teachers (Lacina-Gifford, Kher, & 
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Besant, 2002; Perry & Taylor, 2001).  An important implication from this study is that 
teacher education programs need to evaluate their practices and make sure pre-service 
teachers receive instruction and support in all areas of Darling-Hammond and Bransford’s 
(2005) model. 
 Teacher education programs need to offer a wide variety of diverse field experiences 
under the guidance of expert mentor teachers (Darling-Hammond & Bransford, 2005).  These 
field experiences should be more active in nature, and less observational.  Teacher education 
courses must provide a venue to link theory to practice in terms of classroom management 
and relationship building with students.  These courses need to be taught by instructors who 
model best-practice in this area.  As Briggs (2011) indicated, teacher education programs 
need to provide pre-service teachers a wide variety of strategies for managing student 
behavior.   
 Teacher level 
 Findings from this study showed that new elementary teachers felt more prepared in 
first-year teaching classroom management than new secondary teachers and the difference 
between the two groups was statistically significant.  In fact, the logistic regression model 
used for Research Question 3 revealed new secondary teachers felt 16.5% less prepared than 
new elementary teachers.  Because secondary education majors often have higher content 
requirements and fewer methods course requirements and/or field experience requirements 
than elementary education majors, serious consideration must be given to how secondary 
teacher education majors are prepared in classroom management and why their results fall 
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short of new elementary teachers.  Many teacher education programs lack stand-alone 
classroom management courses due to already high credit hour program requirements. 
 Certification program 
 Results from the investigation into the level of preparation in first-year teaching 
classroom management preparation between new teachers from traditional teacher education 
programs and new teachers from alternative teacher education programs have serious 
implications to consider.  With this study indicating a difference in means in perceptions of 
classroom management preparation between traditional certification new teachers and 
alternative certification new teachers being over one quarter of a point (on the four point 
Likert-scale measuring this preparation), further discussion and inquiry are warranted.  
Teacher education programs need to consider the ramifications of the finding that new 
alternatively certified teachers were 33% less likely to feel prepared in first-year teaching 
classroom management than new traditionally certified teachers.   
Alternative certification teacher education programs need to continue to investigate if 
pre-service teacher needs in the area of classroom management instruction are being met 
through their programs.  Darling-Hammond (2010) indicated that attrition rates for new 
teachers who do not have a student teaching experience were nearly double that of new 
teachers who had a student teaching experience.  Darling-Hammond’s (2000) research 
showed that new teachers from alternative certification programs do not have the same 
experiences and content knowledge as those from traditional programs.  They are not as 
comfortable in classrooms because they lack field experiences and coursework that 
traditional pre-service teachers receive.  As many states look at alternative licensure as a 
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pathway to get more teachers in the field to deal, in part, with high attrition rates, policy 
makers and teacher education program representatives must dialogue about the possible 
shortcomings the literature and this study revealed regarding alternative licensure programs. 
 Length of student teaching experience 
From this research, further teacher education program discussion is needed regarding 
the length of the student teaching experience.  Findings from this study showed that new 
teachers with either no student teaching experience, or 4 weeks or less were 42.7% less likely 
to feel prepared in the area of classroom management their first year of teaching than those 
new teachers with 12 weeks or more student teaching experience.  New teachers with 5 to 7 
weeks student teaching experience were 20.8% less likely to feel prepared in the area of 
classroom management preparation than those new teachers with 12 weeks or more student 
teaching experience.  New teachers with 8 to 11 weeks student teaching experience were 
22.1% less likely to feel prepared in the area of classroom management preparation than 
those new teachers with 12 weeks or more student teaching experience.   
The literature indicated longer student teaching experiences, concurrent with 
coursework, led to better teaching and a more sustained commitment to the teaching 
profession.  Darling-Hammond and Bransford (2005) noted that new teachers having full-
year student teaching experiences were more likely to remain in the field than those from 
traditional four-year undergraduate teacher education programs.  The average student 
teaching experience is ten to twelve weeks.  Teacher education programs must investigate 
whether or not they should increase the length of the student teaching experience. 
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Increasing the length of the student teaching experience has serious implications for 
teacher education programs in terms of time and money because it increases total semester 
credit requirements of the programs.  This increases tuition of these programs as well as 
faculty expense to run the programs.  However, findings from this research and the literature 
indicate the payoff would be better classroom management preparation for first-year teachers 
which translates to more effective teaching, increased student achievement, greater teacher 
retention rates, and less revenue lost by public school districts when dealing with new teacher 
attrition. 
Minority student enrollment 
 Another area of consideration for teacher education programs is new teacher 
classroom management preparation and its relationship to minority student enrollment of 
schools.  Findings from this study were consistent with Cleveland’s (2008) results in the area 
of new teacher classroom management preparation in schools with higher minority student 
populations.  New teachers in schools with over a 50% minority student population felt less 
prepared in this area than new teachers in schools with less than a 50% minority student 
population.  As Cleveland (2008) noted based on her results, these findings continue to raise 
issues of teacher quality and equity in staffing.  Darling-Hammond and Bransford (2005) 
indicated pre-service teachers need instruction regarding how to make their teaching relevant 
to their students’ lives, as well as providing meaningful strategies on how to build positive 
rapport with all students.  There is an educational gap for children, which is a function of 
race, class, and culture (Darling-Hammond, 2010).  High levels of poverty, low levels of 
social supports, unequal allocation of school resources, and inadequate systems for providing 
high-quality teachers for all children increase this gap.  Teacher education programs can help 
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reduce this gap by producing high-quality teachers for all students and must continue the 
discussion to make this a reality. 
 Professional Development School Programs 
 Finally, pre-service teachers need a variety of diverse field experiences in which to 
practice classroom management strategies under the guidance of high quality mentor teachers 
(Darling-Hammond & Bransford, 2005).  The literature indicated this is a critical component 
of pre-service teacher classroom management instruction.  An implication from the findings 
of this study relating to first-year teaching classroom management preparation is that teacher 
education programs need to build, or expand, Professional Development School Partnerships 
with local school districts.  In order for this to occur, representatives from teacher education 
programs and public school districts must meet to discuss and develop a shared vision of 
good teaching that informs their partnership (Darling-Hammond & Bransford, 2005).  In 
order to increase diverse field experience opportunities, teacher education programs must 
work with public school districts to support the mentoring process of pre-service teachers. 
Public school districts    
With findings from this research indicating that 40.5% of new teachers felt only 
somewhat prepared or not at all prepared in the area of first-year teaching classroom 
management, public school districts need to pay special attention to this area through new 
teacher mentoring and induction programs, as well as professional development 
opportunities.  This research further highlighted the importance of new teacher support in this 
area by showing that over 60% of new teachers identified the area of classroom management 
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as one of their top three professional development needs.  In fact, one third of all new 
teachers indicated it was their top priority. 
Induction and mentoring programs 
New teacher attrition can be reduced by one third to one half if strong induction and 
mentoring programs are in place (Ingersoll & Smith, 2003; Alliance for Excellent Education, 
2004).  Comprehensive new teacher mentoring programs not only increased retention, but 
also increased student achievement because new teachers learned better instructional 
strategies (Alliance for Excellent Education, 2005).  An important component of new teacher 
induction programs was administrative support with issues new teachers faced (Alliance for 
Excellence in Education, 2004).  One suggested example of this type of support was giving 
new teachers reduced high-need student loads.  Another way to provide this type of support 
is by having building administrators meet with new teachers to discuss the issues they are 
facing in the classroom, as well as brainstorming ways to deal with those issues. 
Findings from this study showed that new teachers who participated in a first-year 
induction program were 13.0% more likely to feel prepared in first-year teaching classroom 
management preparation.  When new teachers felt supported, they were over 27% more 
likely to feel prepared to handle first-year teaching classroom management and discipline 
issues.  An implication from this study is that public school districts must have programs and 
policies in place to provide strong induction programs for new teachers.  Resources must be 
allocated because the literature is clear that spending the money on the front end of the hiring 
process not only helps keep new teachers in the field, but it also increases student 
achievement. 
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Professional development opportunities 
New teacher professional development must be on-going and meaningful.  It must 
include content knowledge, diverse learner needs, and how to manage student behavior 
(Alliance for Excellent Education, 2004).  The findings from this research support the need 
for including how to manage student behavior in professional development programs.  Briggs 
(2011) stated that new teacher professional development needs should be identified by new 
teacher input and not imposed from the administration.   
As previously discussed, new teacher attrition has several negative consequences 
including: heavy financial costs to school districts, substandard instruction, and loss of 
student achievement.  New teacher retention is supported through quality professional 
development, and fewer classroom management and discipline issues (Liu & Meyer, 2005).  
Low compensation and student discipline issues are the leading causes of teacher 
dissatisfaction with the profession (Shen, 1997; Stinebrickner, 1998; Liu & Meyer, 2005).  
Efforts to keep teachers in the field should focus on alleviating discipline issues.  As Johnson 
(2004) reported, new teachers who stayed in the field at least five years generally remained in 
the teaching profession for their entire career.  Briggs (2011) indicated that when a new 
teacher leaves the field it is usually a combination of internal factors (preparation) and 
external factors (student discipline issues), which highlights the need for further investigation 
in this area. 
With costs to school districts averaging $15,000 - $20,000 per teacher leaving the 
field, future inquiry into how to best support and meet the needs of new teachers must 
continue.  This research highlighted the importance of new teacher classroom management 
support and showed there was a statistically significant correlation between higher levels of 
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classroom management preparation and new teacher job satisfaction and commitment to the 
profession.  Because classroom management preparation is positively correlated to new 
teacher satisfaction and commitment to the profession based on results from research 
question 4, it is an area that needs continued and/or increased attention in new teacher 
professional development. 
With results from Research Question 5 indicating that over 60% of new teachers 
listed classroom management support as one of their top three priorities for professional 
development but only approximately one half of all new teachers receive that support, an 
implication for public school districts is that this area needs to be included in professional 
development programs.  Of those 50% of new teachers surveyed that received professional 
development in this area, over 34% of those new teachers reported it was only somewhat 
useful or not useful at all.  The type of new teacher support for classroom management must 
be meaningful and relevant to the issues new teachers face at their particular schools.  Public 
school districts must not only include classroom management as an area of new teacher 
professional development, but they must also evaluate whether those activities and/or 
strategies were useful for their teachers.  Follow-up new teacher data needs to be collected to 
ascertain the usefulness of those activities, particularly in the area of classroom management.   
Policy makers 
 As more and more states look to increase alternative licensure for teachers, an 
implication from this study is that serious consideration must be given for how well-prepared 
new teachers are under this type of program.  With the study revealing that traditionally 
certified new teachers felt 33% more prepared in the area of classroom management than 
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new alternatively certified teachers, serious discussion must take place at the state level 
regarding the trade-off between getting more teachers in the field at a faster rate and teacher 
quality.  The bottom line is that higher teacher quality leads to higher student achievement. 
 Finally, with fewer state resources for higher education and K-12 public schools, 
policy makers must continue discussion about the best use of resource allocation for pre-
service teacher preparation and new teacher support. 
Recommendations for Future Research 
 With continued educational implications from NCLB legislation and present-day 
education trends changing in order to meet the needs of 21st century learners, continued 
research in the area of new teachers’ perceptions of their first-year teaching classroom 
management preparation must continue.  Because of the strong connections among new 
teacher classroom management preparation, new teacher retention and attrition, and student 
achievement, it is imperative that teacher education programs, public school districts, and 
policy makers look for ways to best support pre-service and new teachers in this area.  This 
research updated Cleveland’s (2008) study by looking at the SASS Public School Teacher 
Questionnaire dataset from 2007-2008.  Future research should investigate trends using the 
next available SASS dataset.  One of Cleveland’s recommendations was to use the most 
current large-scale national datasets, like SASS, for future research.  That is a 
recommendation from this study as well. 
 The dataset for this study was not longitudinal in nature.  In order to understand new 
teacher performance and behavior over time at the national level, it would be beneficial to 
also survey first-year teachers after completion of their second and third years of teaching.  
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This would allow for comparison of new teacher attitudes and perceptions over a 3 year 
period of time.  It is also recommended that future research in this area include a 
socioeconomic status indicator such as the percentage of students in the school receiving free 
and reduced lunch.  It would also be of value to include a school building level marker for 
urban, rural, and suburban schools. 
 One of the limitations of this study was the survey instrument item that measured the 
length of new teachers’ student teaching experiences.  Recall that the categories included: (1) 
no student teaching; (2) 4 weeks or less; (3) 5-7 weeks; (4) 8-11 weeks; (5) 12 weeks or 
more.  Future research should look at measuring this by using either a continuous variable 
such as number of weeks of student teaching, or by increasing the categories to choose from.  
This study had no way of disaggregating results between a 12-week student teaching 
experience and a year-long graduate-level student teaching experience.  Future research 
should measure this category on a continuous scale and quantify the differences in classroom 
management preparation resulting from different lengths of student teaching. 
 In addition to the quantitative components of this study, incorporating qualitative 
components in future research would yield valuable information in the area of new teacher 
preparation.  In particular, interviewing new teachers about specific strands of their teacher 
education programs involving classroom management may reveal trends and topics that need 
more emphasis as well as to reveal effective teacher education program strategies for 
teaching this topic.  More specifically, using the 6 components of the Darling-Hammond and 
Bransford (2005) classroom management preparation model would be a way to generate 
discussion and measure these topics relative to new teacher classroom management 
preparation.   
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 According to the literature, there is a vast difference between student teaching 
experiences based on the length of that experience.  The research indicated year-long 
graduate-level student teaching experiences are superior to traditional undergraduate student 
teaching experiences.  Interviews of new teachers who had year-long graduate-level student 
teaching experiences could provide information about what additional classroom 
management preparation they received due to the extended length of the culminating field 
experience.  These interviews would also provide data regarding whether or not more in-
depth classroom management instruction translated to better first-year teaching classroom 
management. 
 Because effective classroom management is strongly connected to student 
achievement, future research should investigate the differences in student achievement levels 
between teachers who had different lengths of student teaching experiences.  For example, 
what are the differences in student achievement levels between a new teacher with a year-
long student teaching experience and one with four or fewer weeks of student teaching? 
 Given the diminishing state resources for higher education and K-12 public school 
districts, continued research on a practical, best practice model for teacher education 
programs’ classroom management instruction is needed.  This model should include specific 
courses, curriculum, field experiences, and credit requirements relating to classroom 
management instruction.  Research comparing existing teacher education program models is 
needed to compare the student achievement of new teachers completing the various types of 
programs.  Is there a certain model that leads to more effective teaching and learning and if 
so, can we ignore what works best, despite potential higher costs, given the high cost of new 
teacher attrition? 
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An additional new teacher interview area for consideration is professional 
development support.  Extending the research from this study to find out the types of 
professional development activities in the area of classroom management that new teachers 
deemed useful would add to the body of knowledge.  Identifying follow-up topics as 
extensions of these activities would also inform school districts on how to effectively support 
new teachers in this area.  These interviews could also provide knowledge of specific areas of 
classroom management support that new teachers feel they need.  Disaggregating new 
teacher professional development support data by gender, teacher level, certification 
program, and minority student population could allow for more insight in this area. 
Since nearly 60% of new teachers felt well prepared in the area of classroom 
management for their first year of teaching, further investigation should address the needs of 
those new teachers in an effort to support them as well.  Because there is a clear connection 
between teachers’ abilities to effectively manage classrooms and student achievement, future 
research should investigate the needs of all new teachers in the area of classroom 
management and student discipline. 
 Interviews of public school administrators in the perceived areas of new teacher 
classroom management preparation deficiencies, using the Darling-Hammond and Bransford 
(2005) model as a point of reference, could further inform the body of knowledge and inform 
teacher education programs of areas that need more emphasis.  Professional Development 
School models would be a venue by which these discussions could take place.  As the 
literature revealed, the partnerships between teacher education programs and public school 
districts could further bridge the gap between pre-service teacher preparation in the area of 
classroom management and new teacher professional development needs.  A shared vision 
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between teacher education programs and public school districts regarding areas of priority in 
new teacher classroom management preparation would allow for greater precision with 
instruction at the collegiate level and follow up professional development activities by public 
school districts. 
Final Thoughts 
 New teacher classroom management preparation is a complex issue because of its 
many layers.  It is much more than just the rules of the classroom and how the desks are 
arranged.  Components include building positive teacher-student relationships, fostering a 
sense of community in the classroom, incorporating relevant and meaningful instructional 
material, incorporating instructional activities based on individual learner needs, getting to 
know your students and where they come from, partnering with parents in the learning 
process, teaching social skills, and fostering character development of students.  As the 
literature revealed, there is not a one-size fits all model for how teacher education programs 
should provide this instruction.  However, there are several critical elements that are 
necessary in order for new teachers to feel prepared to handle the student discipline and 
management issues they will face early in their teaching careers. 
 This study revealed that new teacher support in the area of classroom management is 
a highly reported need.  School districts must partner with teacher education programs and 
continue the dialogue about how to best prepare pre-service teachers in this area, as well as to 
how best support new teachers.  The cost to tax payers in terms of new teacher attrition and 
loss of student achievement is too high to ignore.  While at best a complex issue, looking for 
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ways to better support pre-service and new teachers in this area has never been more 
important.   
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APPENDIX C.  PEARSON CORRELATION SUMMARY 
 
Correlations 
 
Practice 
teaching 
Gender
Rec Hispanic White Black Asian 
Pacific 
Islander 
American 
Indian 
Multi 
Racial 
CERT 
program MAeduc 
Practice teaching Pearson 
Correlation 
1 .094** .a .120** -.146** .019 -.012 -.001 -.036** -.543** .096** 
Sig. (2-tailed)  .000 . .000 .000 .131 .325 .945 .004 .000 .000 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
GenderRec Pearson 
Correlation 
.094** 1 .a -.011 .005 .016 .023 .028* -.013 -.097** -.001 
Sig. (2-tailed) .000  . .364 .668 .218 .065 .025 .292 .000 .919 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Hispanic Pearson 
Correlation 
.a .a .a .a .a .a .a .a .a .a .a 
Sig. (2-tailed) . .  . . . . . . . . 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
White Pearson 
Correlation 
.120** -.011 .a 1 -.609** -.283** -.116** -.242** -.597** -.142** -.007 
Sig. (2-tailed) .000 .364 .  .000 .000 .000 .000 .000 .000 .587 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Black Pearson 
Correlation 
-.146** .005 .a -.609** 1 -.036** -.015 -.031* -.077** .169** .017 
Sig. (2-tailed) .000 .668 . .000  .004 .234 .013 .000 .000 .173 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Asian Pearson 
Correlation 
.019 .016 .a -.283** -.036** 1 -.007 -.014 -.036** -.015 .033** 
Sig. (2-tailed) .131 .218 . .000 .004  .580 .250 .005 .238 .009 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
PacificIslander Pearson 
Correlation 
-.012 .023 .a -.116** -.015 -.007 1 -.006 -.015 -.005 .004 
Sig. (2-tailed) .325 .065 . .000 .234 .580  .637 .243 .717 .726 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
AmericanIndian Pearson 
Correlation 
-.001 .028* .a -.242** -.031* -.014 -.006 1 -.031* .003 -.030* 
Sig. (2-tailed) .945 .025 . .000 .013 .250 .637  .015 .791 .019 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
MultiRacial Pearson 
Correlation 
-.036** -.013 .a -.597** -.077** -.036** -.015 -.031* 1 .046** -.012 
Sig. (2-tailed) .004 .292 . .000 .000 .005 .243 .015  .000 .350 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
CERTprogram Pearson 
Correlation 
-.543** -.097** .a -.142** .169** -.015 -.005 .003 .046** 1 -.038** 
Sig. (2-tailed) .000 .000 . .000 .000 .238 .717 .791 .000  .003 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
MAeduc Pearson 
Correlation 
.096** -.001 .a -.007 .017 .033** .004 -.030* -.012 -.038** 1 
Sig. (2-tailed) .000 .919 . .587 .173 .009 .726 .019 .350 .003  
N 6167 6167 6167 6167 6167 6167 6167 6167 6167 6167 6167 
TeacherLevel Pearson 
Correlation 
.150** .278** .a -.011 -.039** .005 .012 .037** .035** -.148** -.024 
Sig. (2-tailed) .000 .000 . .389 .002 .686 .354 .003 .006 .000 .056 
N 6283 6283 6283 6283 6283 6283 6283 6283 6283 6283 6152 
InductionProgram Pearson 
Correlation 
-.047** .013 .a -.025* .015 .004 -.001 -.014 .026* .061** -.146** 
Sig. (2-tailed) .000 .292 . .048 .233 .738 .921 .276 .041 .000 .000 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Coach Pearson 
Correlation 
.053** -.279** .a .061** -.022 -.046** -.005 -.004 -.043** -.053** -.040** 
Sig. (2-tailed) .000 .000 . .000 .086 .000 .708 .775 .001 .000 .001 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Sponsor Pearson 
Correlation 
-.024 -.047** .a -.001 .038** -.011 -.008 -.006 -.028* .017 .011 
Sig. (2-tailed) .060 .000 . .953 .002 .368 .537 .614 .028 .171 .409 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
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Committee Pearson 
Correlation 
.087** .076** .a .055** -.028* -.026* -.017 -.017 -.030* -.050** .040** 
Sig. (2-tailed) .000 .000 . .000 .027 .042 .190 .185 .018 .000 .002 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
JobSecurity Pearson 
Correlation 
-.013 .043** .a -.044** .021 -.008 .012 .029* .032** .039** -.017 
Sig. (2-tailed) .316 .001 . .001 .095 .544 .360 .020 .010 .002 .194 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Poverty Pearson 
Correlation 
.033** -.001 .a .029* -.027* .024 .007 -.010 -.024 -.044** .048** 
Sig. (2-tailed) .009 .934 . .022 .030 .060 .556 .409 .056 .000 .000 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
TeacherControl1 Pearson 
Correlation 
.039** -.014 .a .041** -.037** -.002 -.008 .011 -.026* -.038** -.019 
Sig. (2-tailed) .002 .280 . .001 .003 .903 .535 .388 .042 .003 .129 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
TeacherControl2 Pearson 
Correlation 
.045** -.091** .a .054** -.044** .017 .007 -.004 -.043** -.048** -.008 
Sig. (2-tailed) .000 .000 . .000 .000 .185 .581 .743 .001 .000 .523 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
TeacherSupport Pearson 
Correlation 
-.057** .015 .a -.033** .021 .002 -.004 .000 .027* .050** .049** 
Sig. (2-tailed) .000 .220 . .009 .090 .867 .724 .975 .033 .000 .000 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
TeacherSatisfaction Pearson 
Correlation 
-.047** -.004 .a -.042** .033** .004 .008 .007 .022 .044** .027* 
Sig. (2-tailed) .000 .777 . .001 .008 .780 .549 .574 .087 .000 .036 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Teacher's age Pearson 
Correlation 
-.153** -.098** .a -.047** .069** .003 -.007 .021 -.009 .177** .100** 
Sig. (2-tailed) .000 .000 . .000 .000 .835 .602 .098 .477 .000 .000 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
Percentage of 
students in school 
who are of a 
racial/ethnic minority 
Pearson 
Correlation 
-.128** .002 .a -.364** .265** .089** .035** .078** .187** .159** .016 
Sig. (2-tailed) .000 .850 . .000 .000 .000 .005 .000 .000 .000 .214 
N 6299 6299 6299 6299 6299 6299 6299 6299 6299 6299 6167 
 
 167 
 
Correlations 
 
Teacher 
Level 
Induction 
Program Coach Sponsor Committee 
Job 
Security Poverty 
Teacher 
Control1 
Teacher 
Control2 
Teache 
rSupport 
Practice teaching Pearson 
Correlation 
.150** -.047** .053** -.024 .087** -.013 .033** .039** .045** -.057** 
Sig. (2-tailed) .000 .000 .000 .060 .000 .316 .009 .002 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
GenderRec Pearson 
Correlation 
.278** .013 -.279** -.047** .076** .043** -.001 -.014 -.091** .015 
Sig. (2-tailed) .000 .292 .000 .000 .000 .001 .934 .280 .000 .220 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Hispanic Pearson 
Correlation 
.a .a .a .a .a .a .a .a .a .a 
Sig. (2-tailed) . . . . . . . . . . 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
White Pearson 
Correlation 
-.011 -.025* .061** -.001 .055** -.044** .029* .041** .054** -.033** 
Sig. (2-tailed) .389 .048 .000 .953 .000 .001 .022 .001 .000 .009 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Black Pearson 
Correlation 
-.039** .015 -.022 .038** -.028* .021 -.027* -.037** -.044** .021 
Sig. (2-tailed) .002 .233 .086 .002 .027 .095 .030 .003 .000 .090 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Asian Pearson 
Correlation 
.005 .004 -.046** -.011 -.026* -.008 .024 -.002 .017 .002 
Sig. (2-tailed) .686 .738 .000 .368 .042 .544 .060 .903 .185 .867 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
PacificIslander Pearson 
Correlation 
.012 -.001 -.005 -.008 -.017 .012 .007 -.008 .007 -.004 
Sig. (2-tailed) .354 .921 .708 .537 .190 .360 .556 .535 .581 .724 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
AmericanIndian Pearson 
Correlation 
.037** -.014 -.004 -.006 -.017 .029* -.010 .011 -.004 .000 
Sig. (2-tailed) .003 .276 .775 .614 .185 .020 .409 .388 .743 .975 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
MultiRacial Pearson 
Correlation 
.035** .026* -.043** -.028* -.030* .032** -.024 -.026* -.043** .027* 
Sig. (2-tailed) .006 .041 .001 .028 .018 .010 .056 .042 .001 .033 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
CERTprogram Pearson 
Correlation 
-.148** .061** -.053** .017 -.050** .039** -.044** -.038** -.048** .050** 
Sig. (2-tailed) .000 .000 .000 .171 .000 .002 .000 .003 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
MAeduc Pearson 
Correlation 
-.024 -.146** -.040** .011 .040** -.017 .048** -.019 -.008 .049** 
Sig. (2-tailed) .056 .000 .001 .409 .002 .194 .000 .129 .523 .000 
N 6152 6167 6167 6167 6167 6167 6167 6167 6167 6167 
TeacherLevel Pearson 
Correlation 
1 .020 -.202** -.248** .142** .038** .049** -.114** -.194** -.113** 
Sig. (2-tailed)  .115 .000 .000 .000 .002 .000 .000 .000 .000 
N 6283 6283 6283 6283 6283 6283 6283 6283 6283 6283 
InductionProgram Pearson 
Correlation 
.020 1 .028* -.010 -.065** .046** -.035** -.015 -.049** .002 
Sig. (2-tailed) .115  .028 .418 .000 .000 .005 .224 .000 .869 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Coach Pearson 
Correlation 
-.202** .028* 1 .065** -.042** -.035** -.006 .077** .091** -.021 
Sig. (2-tailed) .000 .028  .000 .001 .006 .619 .000 .000 .090 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Sponsor Pearson 
Correlation 
-.248** -.010 .065** 1 .068** -.017 -.012 .062** .130** .025* 
Sig. (2-tailed) .000 .418 .000  .000 .175 .323 .000 .000 .048 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
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Committee Pearson 
Correlation 
.142** -.065** -.042** .068** 1 .008 -.028* .005 .017 .021 
Sig. (2-tailed) .000 .000 .001 .000  .517 .025 .674 .173 .093 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
JobSecurity Pearson 
Correlation 
.038** .046** -.035** -.017 .008 1 -.088** -.142** -.169** .113** 
Sig. (2-tailed) .002 .000 .006 .175 .517  .000 .000 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Poverty Pearson 
Correlation 
.049** -.035** -.006 -.012 -.028* -.088** 1 .050** .054** -.171** 
Sig. (2-tailed) .000 .005 .619 .323 .025 .000  .000 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
TeacherControl1 Pearson 
Correlation 
-.114** -.015 .077** .062** .005 -.142** .050** 1 .365** -.250** 
Sig. (2-tailed) .000 .224 .000 .000 .674 .000 .000  .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
TeacherControl2 Pearson 
Correlation 
-.194** -.049** .091** .130** .017 -.169** .054** .365** 1 -.178** 
Sig. (2-tailed) .000 .000 .000 .000 .173 .000 .000 .000  .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
TeacherSupport Pearson 
Correlation 
-.113** .002 -.021 .025* .021 .113** -.171** -.250** -.178** 1 
Sig. (2-tailed) .000 .869 .090 .048 .093 .000 .000 .000 .000  
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
TeacherSatisfaction Pearson 
Correlation 
-.098** .010 .005 .029* .013 .071** -.148** -.227** -.125** .757** 
Sig. (2-tailed) .000 .422 .663 .023 .303 .000 .000 .000 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Teacher's age Pearson 
Correlation 
-.060** -.225** -.153** -.032* .027* .049** .011 .020 .042** -.053** 
Sig. (2-tailed) .000 .000 .000 .012 .029 .000 .403 .115 .001 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
Percentage of students 
in school who are of a 
racial/ethnic minority 
Pearson 
Correlation 
.041** .007 -.098** -.032* -.021 .076** -.153** -.131** -.145** .225** 
Sig. (2-tailed) .001 .557 .000 .010 .102 .000 .000 .000 .000 .000 
N 6283 6299 6299 6299 6299 6299 6299 6299 6299 6299 
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Correlations 
 
TeacherSatisfaction Teacher's age 
Percentage of 
students in school 
who are of a 
racial/ethnic minority 
Practice teaching Pearson Correlation -.047** -.153** -.128** 
Sig. (2-tailed) .000 .000 .000 
N 6299 6299 6299 
GenderRec Pearson Correlation -.004 -.098** .002 
Sig. (2-tailed) .777 .000 .850 
N 6299 6299 6299 
Hispanic Pearson Correlation .a .a .a 
Sig. (2-tailed) . . . 
N 6299 6299 6299 
White Pearson Correlation -.042** -.047** -.364** 
Sig. (2-tailed) .001 .000 .000 
N 6299 6299 6299 
Black Pearson Correlation .033** .069** .265** 
Sig. (2-tailed) .008 .000 .000 
N 6299 6299 6299 
Asian Pearson Correlation .004 .003 .089** 
Sig. (2-tailed) .780 .835 .000 
N 6299 6299 6299 
PacificIslander Pearson Correlation .008 -.007 .035** 
Sig. (2-tailed) .549 .602 .005 
N 6299 6299 6299 
AmericanIndian Pearson Correlation .007 .021 .078** 
Sig. (2-tailed) .574 .098 .000 
N 6299 6299 6299 
MultiRacial Pearson Correlation .022 -.009 .187** 
Sig. (2-tailed) .087 .477 .000 
N 6299 6299 6299 
CERTprogram Pearson Correlation .044** .177** .159** 
Sig. (2-tailed) .000 .000 .000 
N 6299 6299 6299 
MAeduc Pearson Correlation .027* .100** .016 
Sig. (2-tailed) .036 .000 .214 
N 6167 6167 6167 
TeacherLevel Pearson Correlation -.098** -.060** .041** 
Sig. (2-tailed) .000 .000 .001 
N 6283 6283 6283 
InductionProgram Pearson Correlation .010 -.225** .007 
Sig. (2-tailed) .422 .000 .557 
N 6299 6299 6299 
Coach Pearson Correlation .005 -.153** -.098** 
Sig. (2-tailed) .663 .000 .000 
N 6299 6299 6299 
Sponsor Pearson Correlation .029* -.032* -.032* 
Sig. (2-tailed) .023 .012 .010 
N 6299 6299 6299 
Committee Pearson Correlation .013 .027* -.021 
Sig. (2-tailed) .303 .029 .102 
N 6299 6299 6299 
JobSecurity Pearson Correlation .071** .049** .076** 
Sig. (2-tailed) .000 .000 .000 
N 6299 6299 6299 
Poverty Pearson Correlation -.148** .011 -.153** 
Sig. (2-tailed) .000 .403 .000 
N 6299 6299 6299 
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TeacherControl1 Pearson Correlation -.227** .020 -.131** 
Sig. (2-tailed) .000 .115 .000 
N 6299 6299 6299 
TeacherControl2 Pearson Correlation -.125** .042** -.145** 
Sig. (2-tailed) .000 .001 .000 
N 6299 6299 6299 
TeacherSupport Pearson Correlation .757** -.053** .225** 
Sig. (2-tailed) .000 .000 .000 
N 6299 6299 6299 
TeacherSatisfaction Pearson Correlation 1 -.048** .187** 
Sig. (2-tailed)  .000 .000 
N 6299 6299 6299 
Teacher's age Pearson Correlation -.048** 1 .051** 
Sig. (2-tailed) .000  .000 
N 6299 6299 6299 
Percentage of students in school who 
are of a racial/ethnic minority 
Pearson Correlation .187** .051** 1 
Sig. (2-tailed) .000 .000  
N 6299 6299 6299 
 
 
**. Correlation is significant at the 0.01 level (2-tailed). 
a. Cannot be computed because at least one of the variables is constant. 
*. Correlation is significant at the 0.05 level (2-tailed). 
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